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Abstract
Black males account for 4.3% of the total enrollment at four-year postsecondary
institutions in the United States. The percentage of Black men who are enrolled in college is
nearly the same as it was in 1976 (Harper, 2006a; Palmer & Strayhorn, 2008; Strayhorn, 2008a,
2010). With this low exponential growth of Black males attending institutions of higher
education, there is the assumption that institutions have not done much to provide for this
population of students that are recruited consistently to attend these universities. Black males do
not have enough resources to reassure their cultural masculinity as well develop as an individual.
Throughout history Black undergraduate men have been the topic of discussion in
reference towards their experiences and outcomes at four-year universities. The amount of
journalist, educators that have written on Black men and what they go through in college
increased tremendously each year (Amechi, Berhanu, Cox, Mcguire, et al, 2016). It is these
trends that validate the lack of policies and practices by university administrators within the
institution of higher education, which is failing to adequately prepare current Black students that
would increase retention, academic success, and enrollment.
This study is two-fold: (1) to examine how racial identity influences mentorship, selfefficacy, social integration, and persistence amongst Black males in higher education; and (2) to
determine the similarities and differences amongst Black student-athletes and Black non-studentathletes based on experiences and data collected.
The results should inform the practices and polices at institutions of higher education to
cater to Black Students. These institutions should prioritize the development of Black students;
institutions can begin by analyzing how racial identity influences social integration, mentorship,
persistence, and academic self-efficacy of Black students.
vii

Chapter 1. Introduction
Introduction
Black males have been the center of discussion in the American higher education system
for years. The environment and resources set in place have been slowly infused into higher
education, but many argued that enough has not been done or is not working. According to
Evans, Forney, and Guido-Dibrito (1998), “given the slow pace of change in higher education, it
is not surprising that it took over three centuries for practitioners, theorists, and scholars to begin
an examination of the developmental needs of diverse students”. To properly analyze the racial
identity of Black males, one must focus on a theoretical framework that speaks on the experience
and data collection from the lens of a Black male. These experiences can be examined through
interviews and surveys that are specifically geared toward asking the questions that will provide
the answers we seek. The end goal of Black males coming to college is first staying and
graduating with a degree that will provide them with the ability to make a living for themselves.
“A growing acceptance of the importance of student retention has been reflected in an increase
of research and policy reports seeking to better understand and address the forces that shape
student retention in higher education. This explosion of research has served to refine,
supplement, and, in some cases, challenge our understanding of the complex forces shaping
student retention” (Tinto, 1993). Therefore, with higher education placing a major focus on
Black people and retention, how exactly does racial identity come into play? Can these same
practices and policies be administered to examine how the racial identity of Black people
impacts factors related to retention?
To set the stage for the results of this through this quantitative study, it is important to
understand the current climate and condition facing Black males in higher education. The
Introduction and Literature Review tells the story of the journey Black males experience just
1

before entering the higher education realm as well as the plights that exist as they navigate
through higher education. This study uses racial identity as the essential focus while slowly
including other factors that can shape this specific variable; social efficacy, mentorship, social
integration, and social capital of the Black male in the higher education environment at a
predominantly white institution (PWI).
As the researcher for this study, I have been deeply inquisitive about retention patterns
amongst Black people within higher education. Not only does my interest lie in the retention
rates but, more importantly, I have wondered how does one’s racial identity plays a major role in
an environment that historically wasn’t built for Black people? As a result of spending a majority
of my life in the higher-education atmosphere, my reason for pursuing the understanding of this
phenomenon is deeply rooted and professional. In order to understand and influence the change
needed in higher education to allow for a more hospitable environment for Black males, one
must gain an understanding of who Black males are as a whole. “The manner in which one's own
racial identity is integrated into one's personality depends on numerous influences, such as
family, society, one's own interpretive style, and the manner in which important social-political
contexts influence this aspect of one's identity” (Carter, 1996). As the demand for Black males
continues to increase, higher education has to set the precedent in addressing the unique needs of
this population of students. Additionally, “according to higher education enrollment and
persistence research, Black males are the most challenged population of all minority groups.
Enrollment trends reported by gender and ethnicities in the 2005 Chronicle of Higher Education
Almanac show among all races, Black males had the smallest percentage of enrollment within
their race at 35.8%” (Hayworth, 2014).
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Problem
“Racial identity involves one's psychological response or resolution to one's race.
Although models of racial identity have existed in the psychological literature for some time,
many of them have provided little insight into how racial identity may be applied to educational
practices and settings” (Carter, Goodwin, 1993). There are Black males who do graduate from
predominantly White institutions of higher education yearly, a population ranging from nonstudent athletes as well as student-athletes. The main question that arises from these educational
spaces for Black men if the resources set in place allow them to truly be themselves. What can
we learn from the experiences of those Black males who do successfully navigate through the
higher education system but may or may not be racially conscious? Are there factors common
among the men in this educational environment that shapes their racial identity? Are there factors
that propelled them to retention and graduation? This study will examine the racial identity of
Black males who attend a PWI in the south and factors related to retention.
Purpose of the Study
The purpose of this study is two-fold: (1) to examine how racial identity influence
mentorship, self-efficacy, social integration, and persistence amongst Black males in higher
education; and (2) to determine the similarities and differences amongst Black student-athletes
and Black non-student athletes based on experiences and data collected.
Significance of the Study
“Racial identity statuses or levels (formerly stages; Helms, this volume) are composed of
corresponding attitudes, thoughts, feelings, and behaviors towards both oneself as a member of a
racial group and members of the dominant racial group (in this case Whites)” (Carter, 1996).
Black racial identity provides us with a scope that has yet to be thoroughly addressed in the
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higher education realm at a PWI. Black males, according to higher education, are the most
challenged population of all minority groups. There is a need for a study that addresses the
significance of fostering formal and informal interactions at universities among Black males. “As
cited in Napoli and Worthman (1998), Tinto’s theory holds that “student interactions with the
social and academic environments of the institution are the principal determinants of educational
goals and institutional commitment” (Lyons, 2007).
As mentioned beforehand, there is a sufficient amount of research covering the
challenges that Black males face in higher education. The need for an improved educated
workforce that embraces Black men's racial identity, and educational advancements within
institutions compound the fear over the trifling number of Black males who are graduating from
universities. There is an inadequate amount of research portraying what the life of these men
looks like, as well as how their identity is shaped, while at a university. There is even less
published research on the programs and practices that provide successful matriculation through
the university, which does not only entail graduation; specifically, there is a lack of research on
an educational career path and how can you make a living after graduation. Therefore, shedding
light on how mentorship, self-efficacy, social integration, and persistence may influence racial
identity for Black males is significant. There is a need for university and college administrators
to develop insight into the institution’s commitment to this specific population of men. The areas
in which Black males at a PWI can vary from your traditional student to a student-athlete.
Therefore, with the different areas that a university may house Black males, what exactly is
being done to embrace their racial identity and how can we keep them in this space? “According
to Tinto (1987), an institution’s commitment to the student’s academic and social growth will
result in increased student retention. Tinto stated that his model of institutional departure has
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been “structured to allow institutional planners to identify those elements of the institutional
environment which may interfere with the progression of students until degree completion,
allowing the institution to ask and answer the question, how can the institution be altered to
enhance retention on campus?” (Lyons, 2007, p.113).
The present study is geared toward motivating university administrators who are
interested in the success of Black males, both traditional students and student-athletes, who can
ultimately lead to opportunities of exploring and improving specific aspects that can benefit the
retention rates. With the infusion of policies, programs, and practices into the academic and
social systems of the institution, we can properly analyze all Black males, which can ultimately
increase enrollment of this population.
Definition of Key Terms
•

Black/African American. Black/African American are used interchangeably to refer to
persons whose ancestral origins lie in any of the Black racial groups of Africa, as defined
by the U.S. Census Bureau.

•

Social Integration. Social integration refers to the level and the degree of congruency
between the individual and his or her social environment (e.g., extracurricular activities
and peer-group interactions). Unlike academic integration, social integration relates to the
informal education of students, focusing on the students’ affiliations with peers, faculty,
and staff that occur largely outside the academic realm of the institution (Tinto, 1975). If
a student feels welcomed by other nonminority students, faculty, and staff and he/she
feels that social activities are designed that also include his/her social interest, then social
integration has been achieved (Tinto, 1975; Astin, 1975; Beal & Noel, 1980; Spady,
1970, 1971).
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•

Persistence. Persistence refers to a student’s continuing enrollment toward degree
attainment, opposite of departure or withdrawal (Tinto, 1993).

•

Student-Athlete. A student-athlete is a recruited or non-recruited student participating in
an intercollegiate athletics program. For the purpose of this study, student athletes were
undergraduates enrolled in a college or university and participating in intercollegiate
sports at Division I member institution.

•

Mentorship. ‘According to some practitioners, mentors can be defined as “teachers of
relationships, rights, and responsibilities”. In addition, mentoring is a “proactive strategy
that exposes students to positive role models who can help with specific life skills, goal
setting, and opportunities” (Brown, 2009).

•

Self-Efficacy. Self-efficacy beliefs determine how people feel, think, motivate
themselves and behave. (Bandura, 1994).

•

Division I. Division 1 schools generally have the biggest student bodies, manage the
largest athletics budgets and offer the most generous number of scholarships. Schools
who are member of the Division 1 commit to maintaining a high academic standard for
student-athletes in addition to a wide range of opportunities for athletics participation.
(NCAA, 2021).

Theoretical Framework
Robert Sellers: The Development of the Multidimensional Inventory of Black Identity Teen.
The Multidimensional Model of Racial Identity asserts that the degree to which race is
important to individual self-concept has both situationally specific and cross-situationally stable
components that interact to determine how race influences behavior both in specific situations
and across situations” (Scottham, Sellers, Nguyen, 2008). Black males in higher education have
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been a major topic of discussion throughout time. At PWIs, the experiences of Black males can
shape their identity in many different ways. Therefore, to properly analyze the factors that one
would associate with black identity and how black males in these environments describe
themselves we can discover these results using this model of racial identity. “Emphasizing that
there is no singular definition of African American culture, the model identifies a set of
culturally relevant beliefs about what it means to be African American, allowing each individual
to subjectively define what it means to them to be a member of the Black community, placing no
value judgments regarding healthy or unhealthy identities” (Scottham, Sellers, Nguyen, 2008).
This conceptual framework provides a thorough understanding of Black males and the
importance they place on race at PWIs by examining the four dimensions of identity: salience,
centrality, Regard, and Ideology. The environment on a college campus can shift the views on
how one self-identifies, therefore racial salience is an important dimension—As Scottham,
Sellers, and Nguyen (2008) explain, “Racial Salience refers to the extent to which race is
relevant to the self-concept at a particular point in time or in a particular point in time or in a
particular situation.” (The second dimension, racial centrality, refers to the extent to which an
individual normatively emphasizes racial group membership as part of their overall self-concept”
(Scottham, Sellers, Nguyen, 2008). “Racial Regard refers to whether an individual feels
positively or negatively about African American group membership and is divided into two subdimensions: Public and Private” (Scottham, Sellers, Nguyen, 2008). These two sub-dimensions
will provide researchers with a more in-depth analysis of racial identity. On a college campus,
the pressure from both your community as well as the outside can have a detrimental effect on
one’s identity. “Public regard is defined as the extent to which an individual feels that others
view African American community in a positive or negative manner”. On the other hand,
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Private Regard is defined as the extent to which an individual feel positively or negatively
toward the African American community as well as how she/he feels about being a member of
this community” (Scottham, Sellers, Nguyen, 2008).
The final dimensions Scottham, Sellers, and Nguyen’s (2008) identity model provides us
with the ability to determine how the person views himself or herself: “Racial Ideology, refers to
ones’ philosophy about the ways that member of the African American community should act”
(). The four subcomponents of racial ideology consist of Nationalist, Oppressed Minority,
Assimilationist, and Humanist. “The Nationalist Ideology emphasizes the uniqueness of being
African American and is characterized by the support of African American organizations and
preference for African American social environments. The Oppressed Minority Ideology
emphasizes the similarities between African American’s experiences and those of other
oppressed minority groups. Assimilationist Ideology emphasizes the similarities between African
American and mainstream American society” (Scottham, Sellers, Nguyen, 2008).
Racial Identity
The ability to conceptualize Black Racial Identity is pivotal in understanding how certain
factors influence racial identity. “Racial Identity has been viewed as the meanings a person
attributes to the self as an object in a social situation or social role, and it relates to a “sense of
people-hood, which provides a sense of belonging” (Sullivan, Ghara, 2012). About Black people,
the difficulty of discovering exactly what that racial identity looks like from their point of view is
not clear. “Speaking specifically about African Americans, racial identity is emerging, changing
and complex” (Sullivan, Ghara, 2012). The environment can play an important role in the
development of black racial identity based on experiences and interactions. “Racial identity
formation is produced by the everyday interactions and challenges that an individual
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encounters”. It is dynamic and changing over time, as people explore and make decisions about
the role of race in their lives” (Sullivan, Ghara, 2012). Due to the uncertainty in the
conceptualization of Black racial identity, scholars have coined many different phrases to
describe the constructed concept, such as racial categorization, common fate or linked fate, racial
salience, closeness, Black separatism, racial –self-esteem, Afrocentrism, racial solidarity, and
racial awareness and consciousness (Sullivan, Ghara, 2012).
Critical Race Theory
A critical race theory (CRT) framework while utilizing a phenomenological lens to
interpret how impactful each factor at a division one institution is intertwined. CRT allows
researchers to analyze things from a standpoint that not all things are equal for marginalized
groups. Howard (2014) explains how using CRT can help determine the root of the problem
Black males experience while in a PWI environment: “from the perspective of critical race
theory, the plight of Black males must focus on the ways in which subjective and objective
dimensions of identity-related to race and gender are constructed within schools and how this
influence academic performance.” In order to remove stigmas, stereotypes, and negative
practices CRT will highlight the fact that this group, over the course of history, has been
suppressed. When Black males first enroll into university after accepting a scholarship or letter
of admission, they submit themselves to the higher education world. Many have declared that
higher education does not provide an equal opportunity to all races; these institutions have a
structure that they go by regardless of whom the student may be. The institutional structure at
these universities may not favor Black males. A large number of Black males may not come
from the richest neighborhoods, which is why the scholarship for the student-athlete is pivotal.
“While some might argue that poor children, regardless of race, do worse in school and that the
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high proportion of African-American poor contributes to their dismal school performance, we
argue that the cause of their poverty in conjunction with the condition of their schools and
schooling is institutional and structural racism” (Ladson-Billings, Tate, 1995).
Black males do not make up the bulk of the university population at PWIs. Between the
Black males and the black athletes, the schedules developed for Black students often seem to
keep them separated from the campus population. “Today, students of color are more segregated
than ever before” (Ladson-Billings, Tate, 1995). As the demand for Black male students
increases for the benefit of these universities, the political and moral agendas of those in power
may alter. When referencing the stance behind CRT, theorists believe that “Political and moral
analysis is situational— “truths only exist for this person in this predicament at this time in
history” (Ladson-Billings, Tate, 1995). In this particular time, the way things are governed and
separated between the general campus population and student-athletes will constantly change
due to what black student-athletes may experience. “For the critical race theorist, social reality is
constructed by the formulation and the exchange of stories about individual situations. These
stories serve as interpretive structures by which we impose order on experience and it on us”
(Ladson-Billings, Tate, 1995). The experiences that can be garnered by black males in a critical
race lens can provide valuable data. CRT encourages the art of storytelling from the experience
of the marginalized group: “the exchange of stories from teller to listener can help overcome
ethnocentrism and the conscious conviction of viewing the world in one way” (Ladson-Billings,
Tate, 1995).
Stereotypes have allowed a specific narrative to be perpetuated on behalf of Black males and
Black male student-athletes. CRT aims to further engage in dialogue as well as possible new
solutions to the difficulty these Black males and black male student-athletes face consistently.
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The level of concern that is raise as conversation upon the subject is had can only benefit those
that are constantly marginalized. The psychological mindset and the act of allowing the
exploitation of oneself can be critically analyzed. “A factor contributing to the demoralization of
marginalized groups is self-condemnation. Members of minority groups internalize the
stereotypic images that certain elements of society have constructed to maintain their power”
(Ladson-Billings, Tate, 1995). CRT can lead to breakthroughs and the realization by Black males
as well as everyone involved. Two primary tenets of CRT will be used in this study to
emphasize the Black male identity based on self-perception, educational aspirations, and the
college experience: counter storytelling and interest conversion. “The story of one’s condition
leads to the realization of how one came to be oppressed and subjugated and allows one to stop
inflicting mental violence on oneself” (Ladson-Billings, Tate, 1995).
Cool Pose Theory
The cool pose theory is a two-dimensional model entailing behaviors, physical posturing,
and expression management used by Black males as a way to cope with the hardship of being a
Black male. “Majors, Tyler, Peden, and Hall (1994) termed this behavior a cool pose, which was
adopted by Black men in order to cope with invisibility, frustration, discrimination, and
education and employment disparities” (Duncan, 2003). This theory focused on the ability for
Black males to cope with certain situations that would enhance their self-confidence, learning to
manage conflict and nervousness through self-control, strength, balance, and stability, which
express their “coolness” and masculinity (Foster, 1992). Black males show their “coolness” or
masculinity by physical expressiveness. “The cool pose theory helps to explain the importance of
the African American males’ goal of acceptance in society and the basis of their perceived lazy
and nonchalant attitude” (Major & Billson, 1992) and allows us to better comprehend how race,
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self-perception, education, and the college experience plays a pivotal role in the black male
identity. The gap in the literature that leaves us wondering is the fact that this theory does not
provide us with programs, practices, or suggestions on how to help eradicate the negative coping
mechanism that hinders Black males.
John Dewey: Education and Experience
John Dewey’s Education and Experience theory allows us to better understand the effect
life experiences have on the way Black males view education. The college experience for black
males can already be predetermined if the identity of the black male is either unknown or in a
crisis. “In Dewey’s philosophy of education, we see a close link between a child’s life and his
experiences as a continuous process, which he regards as the aim of education” (Sikandar, 2015).
Black male's experiences are completely different from other ethnic groups due to the unique
way society views them. College is one of the critical points in time that we must develop a
better understanding of how to provide Black males with resources and access that is needed in
hopes of aiding them in growing a better sense of identity. “It is through interaction that a child
brings in experiences from society. Because of such continuous interactions, environments are
created. These environments are the fields in which situations and conditions interact with
personal needs and purposes, and create life-long experiences” (Sikandar, 2015). A key element
that shapes the identities of Black males in the college environment is their interaction with
teachers: “these experiences are given value and direction by the teachers; therefore, there should
be order and direction of a child’s experiences, which will give him a composed and integrated
personality” (Sikandar, 2015). The growth required for the Black male takes place in these
environments where he can analyze the things that go on around him. “Particular experiences
should be assessed to the degree that they contribute to the growth or to getting more experience.
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“Growth in Dewey’s context means that the individual is gaining the ability to understand the
relationships and interconnections between various experiences between one learning experience
and another” (Sikandar, 2015).
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Chapter 2. Literature Review
Introduction
To comprehensively understand how black racial identity influences social integration,
mentorship persistence and academic self- efficacy there must be a thorough understanding of
the research that describes how black students are impacted by such. Overtly stated, there must
first be an understanding of the context, before one can begin to apprehend and confront the
content. The literature review will commence with a general synopsis of Black males in the
education system. After reviewing Black males this literature will get even more specific and
address black male student athletes. The remainder of the literature review will focus on building
the framework to address our research questions and the dependent variables within the study.
Black Students in the Education System
Black People in the High School System
“Black males and females are at risk for many types of school failure such as poor test
scores, high dropout rates, achievement gap, low grades, high suspension rates, however,
promises of educational reform are on the forefront” (Ricks, 2014, p.10). The high school system
has constantly treated Black male and females in such a way that they clearly have a
disadvantage; per Fine (2005), “Even with the same level of education-the high school diplomawhites, men, and upper-middle-class students reap consistently more per additional year of
education than do blacks, women, and working-class/low-income students, respectively” (Fine,
2005). To properly analyze Black male students, one must understand that before anything else,
they are first high school students. The high school education system is geared to further prepare
them for post-secondary education. “Public schools both reproduce the gender, class, and
race/ethnicity stratifications that organize our society and make possible moments of truly
14

critical thinking, democratic process, and liberatory education” (Fine, 2005). Therefore, when
Black males or females invest in getting their high school level education, the end goal is to learn
and receive the skills to be successful.
For Black males, the high school education system has often been a barrier rather than a
helping hand. The initial issue that must be tackled for Black students in the high school system
is the racial disparities they face. “Band-Aid approaches neglect the individual and combined
impact of variables such as race, racism, sexism, and gendered racism on educational
experiences and outcomes of underrepresented groups” (Ricks, 2014, p. 12). Post-racialism is a
term used by the United States government that describes the current state of secondary
education for Black males. Post-racialism is based on the premise that racism no longer affects
the nation and so any initiative implemented should not have that underlying issue. Ricks
(2014,p. 12) explains that “by default, if our nation is post-racial, our educational system must be
post-racial, which leads or misleads educators to believe and espouse those racial injustices do
not exist in schools” (Ricks, 2014); when educators do not believe such issues exist with the high
school education system the problem will be swept under the rug. Those that have the power to
impact change with policies, agenda, and national discussions fail to do so. “Too much data
reveals otherwise, especially when considering the achievement gap, which exists nationally, and
in majority of states and school districts. Black males and females continue to lag behind their
White counterparts upon entering school – and the gap widens during the 13 years” (Ricks, 2014,
p.11).
In the current system, many may argue that all policies, procedures, and decisions or
decided based off the race. The government and society often deny that the education system and
the policies created are steered by race. The government provides educational initiatives geared

15

specifically for this population of people, yet the gap in comparison to their counterparts remain
the same: “Black males and females continue to lag behind their White counterparts upon
entering school – and the gap widens during the 13 years” (Ricks, 2014, p.11). The government
aims to make an impact for black males and females in high school by creating initiatives that
lower dropout rates, raise poor test scores, increase grade point averages, and help increase
college enrollment. By increasing funding in these certain programs, it shows that they are
making strives to bridge the gap. According to Ricks (2014, p.10), “The federal government is
increasing its focus in this area with initiatives such as Race to the Top, My Brother’s Keeper,
and a sweeping reform of No Child Left Behind (Koebler, 2012; The White House, 2014); and
philanthropists are supporting educational initiatives” (Ricks, 2014, p.10). Intentions, of course,
are a step in achieving these goals and aspirations but if the problems that don’t allow these
programs to be produced aren’t addressed then it’s pointless. “Oftentimes these initiatives ignore
the complexity of systemic and interlocking forces at work in education, which can sometimes
lead to a Band-Aid approach” (Ricks, 2014, p.10). “The differential outcomes of schooling also
reflect the social reproduction wrought by the public education system. Carnoy and Levin
describe the contradictions and tensions embodied in contemporary school and remind readers
that in our society “schooling tends to be distributed more equally than capital, income or
employment status” (Ricks, 2014, p. 11).
Programs cannot simply be implemented to tackle the issue of race at the college level
they must be thoroughly examined, altered, and tested if true changes are the true goal. The
university has a direct influence on black males and the numbers of them being retained at the
university, yet we rarely see impactful action taken to rectify these numbers. “According to the
National Center for Education Statistics (2013), Black males experienced a major reduction in
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dropout rates (from 13% to 7%) between 1990 and 2011 in comparison to the 5% dropout rate
for Whites and 14% drop out rates for Hispanics during the same time. The literature review will
begin with a general overview of black males in higher education, including an understanding as
to how they are recruited, the difficulties they face while at these universities, and the difference
amongst black males. The remainder of the literature review will focus on building the
framework to address the research we aim to explore.
The first section will provide an understanding of Black Males in higher education, in the
United States. The discussion will shift to a review of the literature regarding how Black Males
can be influenced by different experiences that occur daily at a university. Lastly, this literature
review will tie in how racial identity plays a major role in how black males maneuvers within
this environment.
Black Males in Higher Education
Black males have been struggling in defining and developing their identity throughout
history in the United States. “Black males continue to be one of the more academically and
socially marginalized students in the U.S. schools” (Howard, 2014, p. 11-13). To be even more
specific Black males in the college environment has been given a disservice in not only
reassuring their cultural masculinity but in the development of them as an individual. The black
undergraduate men's experience has been a major point of emphasis, yet the numbers show very
little progress in what has been implemented. Black men that attend universities at the
undergraduate level throughout history has been major point of emphasis. (Amechi, Berhanu,
Cox, Mcguire, et al, 2016). This issue at hand to be properly understood dates back to early times
and the beliefs on black men and education. “Many of the challenges that confront Black males
in education go beyond their communities and their social class status, and are directly located in
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classrooms, the lack of racial awareness and cultural ignorance among school personnel,
apathetic teacher attitudes, and the poor-quality instruction they receive, whether in urban, rural,
or suburban schools” (Howard, 2014, p. 13). Barriers that hinder Black males are apparent when
comparing the data to other racial groups. “Black males are undereducated, have chronically
high unemployment, are over-incarcerated, have disparate health conditions and ultimately have
lower life expectations than any of the other large racial/ethnic groups in the United States”
(Howard, 2014). Despite the knowledge on Black males the programs, that institutions have
made an effort in administering across the nation has done little to improve the success of this
population. “Despite the popularization of programs focused on Black male collegians and their
problems, Harper (2014) observed that most efforts enacted between 1997 and 2012 did little to
actually improve the status of these students in U.S. higher education” (Amechi, Berhanu, Cox,
Mcguire, et al, 2016).
Societal prescriptions are “primarily societal beliefs that are endorsed by the majority
culture. These standards and goals are valued by society and serves as guides or prescriptions for
what should be” (Irvine, 1990). Therefore, the already preconceived idea of Black men upon
entering college follows throughout their whole life by those who educate them. “Many
educators concerned with the educational and social problems of black children direct their
energy and expertise towards attaining the prescriptive view, a search for an elusive goal, a
hoped-for and anticipated dream, but a never found reality” (Irvine, 1990). These beliefs by
educators can not only obstruct the ability of these black men to learn but also negatively affects
the development of their identity. “The terms that frequently came up relating to Black males
included “at-risk”, “endangered”, “remedial”, “in crisis”, “uneducable”, “extinct,” and “left
behind” that sheds light on the stigma that is being used toward Black males” (Howard, 2014,
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p.37). The educational system’s primary focus is to provide a body of prescribed set of
knowledge, skills, values and norms that makes them better equip to serve society. “Education is
thought to provide intellectually able individuals in this society with the appropriate training
necessary for employment and occupational opportunities” (Irvine, 1990). Education when
accessible to Black males should benefit them in the utmost way yet the environments aren’t
catering to their specific needs to allow them to be successful. “The picture, from multiple
sources, paints a disturbing account of the overall manner in which many schools are falling
woefully short in meeting the needs of Black males” (Howard, 2014, p.38). The idea that
education treats everyone equally many would argue isn’t the case, in fact this theory is
questioned by many. “Conflict theorists believe that the power of the dominant social group
determines economic and educational requirements and that the interest of the powerful is
primarily to maintain and reproduce the status quo, which results in a system of inequality for
others” (Irvine,1990).
A reoccurring theme in the literature about the lack of Black males succeeding in school
is whether or not schools push a sociopolitical purpose of maintaining the status quo by acting as
an agent of social control. “As an agent of ideological control, schools preserve their historical
purpose- maintaining the existing social order, in which low-income and minority persons are
‘educated’ for less skilled, routine jobs and conditioned by schools for obedience, the acceptance
of authority, and external control” (Irvine,1990). Black males will continue to be placed at the
bottom of the hierarchy when it comes to opportunities and education with the methods of
intervention set in place. “Moreover, in an attempt to redirect explanations for Black males’
experiences and outcomes in U.S. schools, these data are laid out in a manner that suggests that
the deficits may lie in the structures, policies, practices, curricula, ideologies, teacher attitudes,
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and programs that exist in schools that Black males attend” (Howard, 2014. P.51). When
discussing the Black male identity, the educational aspects play a critical role in how one's
identity develops. “Black males possess multiple identities that are profoundly shaped by race,
socioeconomic status, and gender in all of their complex manifestations” (Howard, 2014). The
beliefs that already exist seem to be a major point of emphasis when dealing with black males in
the education system, which creates an identity crisis at an early age. It is said that the
intelligence of Black people dating back to slavery, segregation is viewed as inferior. Due to this
inferiority perception that dates back from ancient times this is the reason they fail in school and
are poor (Irvine, 1990). Due to the overt importance of IQ in our society, the notion that you are
lacking in that department already puts you in a hole. Schiamberg would argue differently as it
relates to the actual importance of an individual’s IQ. Schiamberg believes deeply that if male
students are high self-confidence instead of a high IQ they are more likely to get jobs they seek.
(Irvine, 1990).
“Racism and the devalued position of Blacks in our society cannot be ignored as a
primary contributing factor to Black underachievement” (Irvine, 1990). Racism reinforces
stereotypes constructed by those that are in power, oftentimes shaping the Black male identity.
“Stereotyping occurs when teachers perceive Black students, particularly Black males, by virtue
of their race, sex, and class, to be potential sources of classroom disruptions” (Irvine, 1990). The
stereotypes that are associated with Black males, when acted upon by teachers, oftentimes create
a negative reputation for Black males in the classroom. “When a Black student is identified as
the student who misbehaved, it seems quite possible that the transgression is evaluated with
reference not only to the individual child but to the race, sex, and class groups to which the
student belongs. For Black males the outcome can be alarmingly discriminatory” (Irvine, 1990).
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The teacher has a major influence on shaping the identity of Black males, due to the interactions
and the amount of time the two are in the same environment. The role of the teacher is to guide
students, especially adolescents on the verge of adulthood, “To make choices among desirable
alternatives, is vitally important in the building of character” (Sikandar, 2015). The teacher’s
expectations and treatment of our Black males make a difference in the outcomes they produce.
How consistent over time does a teacher treat their student influences particular outcomes. The
student’s achievement level, ability to stay motivated, aspiration to excel in the classroom is
affected drastically. The way the teacher treats their student is a great indicator on the
expectation they have on the student’s ability. (Irvine, 1990).
Black males in the education environment identify with the teachers they interact with
consistently. The level of achievement can be either positive or negative, based on the
interactions they have in these educational spaces. “Not only do teachers influence students’
achievement and their cognitive development, but they influence self-concept and attitudes as
well” (Irvine, 1990). The teachers’ influence can ultimately shape the way a Black male views
school. A Black male can create his narrative on what he perceives school can be based on the
interactions with the professor. “Students identify teachers as significant others in their lives,
and how a child feels about himself or herself is to a large extent determined by the child’s
perceptions of how the teacher feels about him/her” (Irvine, 1990). When the professor’s
expectation of Black males is already predetermined, there is not much they can do to change
that perception. This negative expectation can affect the academic progress as well as the attitude
of the Black male. The color of an individual’s skin cannot be altered; therefore, the mindset,
drive, and determination of the Black male must derive from somewhere within. “Black
children, however, have difficulty mediating teachers’ negative expectations because they cannot
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alter their race, class, family background, perceptions of their skin color as unattractive, the
behavior of their siblings, and often unusual names” (Irvine, 1990).
Society in the educational space seems to have a love hate relationship with Black males.
Black males are loved “if they are seen as nonthreatening, profitable, and entertaining, yet they
are reviled if they are viewed as hostile, intelligent, nonconforming, independent, or strongwilled”. This love-hate affair represents the illogicality of how many Black males are viewed
within mainstream society, particularly in schools. (Howard, 2014, p.52). A depiction that has
plagued Black males for many centuries has been the mantra that they are physical brutes, antiintellectuals, and shiftless and lazy. These systems of beliefs, ideas, and assumptions about Black
males has been constantly used to describe them and “Each of these accounts is rooted in a
legacy of slavery, racism, and racial stereotypes, and in many ways Black males have
internalized the oppression” (Howard, 2014, p.105). These stereotypes have been disseminated
all across society, which to some has become standard practice. “Moreover, they have engaged
in behavior that frequently reinforces many of these characterizations, which has made the
disruption of these depictions even more challenging” (Howard, 2014, p.105). The initial
depiction of Black males that they are physical brutes and anti-intellectual can be felt by both
Black male students who are athletes as well as non-athletes. This stereotype is often what the
educational environment seems to label Black men. Furthermore, the main belief was that Black
men were more well-developed physically and had fuller body mass than whites, and an a
outcome were naturally less intelligent and could work longer, harder, and under more physically
hostile environments. The other historical depiction that Black men are stereotyped with is the
shiftless and lazy ideology. Black men being unable to figure out the simplest tasks, and due to
this belief by the dominant racial group Black men weren’t fit to participate in certain aspects of
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society. Therefore, Black men carrying out the task they were given were predetermined to be
non-existent. (Howard, 2014).
Black Male Students-Athletes
Black Male Athletes
The opportunities to make a difference in the lives of yourself as well as your family are
slim to none, based on where you come from. As a student-athlete starting in high school, trying
to get to the professional level, you wake up each day trying to master your craft. “According to
the National Federation of State High School Association (NFHS) athletic participation is a part
of the overall high school experience and extracurricular activities support the academic missions
of schools, are inherently educational and foster success later in life” (Rowles, 2015).
Sacrificing the time spent with your family, friends, and even just being a teenager to maintain a
level of skill to get an opportunity can impact your life trajectory. Waking up every morning up
at 6:00 am to catch a bus to school, just to return home at 8:00 pm do some homework, eat
dinner, and start the cycle right back over. During the period of being a student, your life consists
of practice and school. Working hard on your academics as a student-athlete is an afterthought.
The ability to make it to college may become dependent on the scholarship and offers you
receive based on your performance on and off the field. College choice becomes a very tricky
process for Black student-athletes because one must also incorporate exposure, the recruiting
process, clearinghouse, and financial aid, the specific sport you play, and standardized testing.
Besides all of these factors, the most important thing that becomes the focal point of discussion
is how well you perform on the field. If the message being relayed is to perform well on the
field, while ignoring the education, the college choice process, and the psychological well-being
of a student-athlete, then ultimately you will continue to produce the same outcomes.
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The ability to adapt and become a machine is the concept one can use when being a high profiled
Black student-athlete. The ability to excel in the classrooms, achieve athletic success, obtain selfmotivation, and improve one’s life economically, all while overcoming the stereotypes placed on
being a black student-athlete gets overlooked. These stereotypes play a pivotal role in the college
choice process and lead to the inequities that occur during the college choice phase. These
inequities in high school seem to get disregarded due to the amount athletes that get sent to
college on scholarships. When you take the time to dive deeply into the numbers, it may not be
what is perceived. Although a majority of these Black student-athletes experience similar
problems they are all unique individuals and should be monitored as such. “Varying levels of
motivation, goal orientation, level of competition, background demographics including gender,
race and socioeconomic status (SES), contribute to differences in the impact of student-athletes
athletic participation on their academic success” (Rowles, 2015).
Academics for Black Male Athletes
“Athletic programs were first incorporated into institutions of higher learning for several
reasons: it was believed that participation in sports helped to build character, it provided
entertainment, and it generated positive school and community spirit” (Saffici & Pellegrino,
2012, p. 2). As athletic programs continued to progress as a large business industry, the National
Collegiate Athletic Association (NCAA) began implementing rules and regulations.
Acknowledgment of academic success has been a major incentive for student-athletes at all
institutions under the governance of the NCAA. Their goal is to encourage the improvement of
the academic performance of all student-athletes on all sports teams.
To get on the field or partake in collegiate athletics, both grades and scores are required
before admission to an institution as well as after. Due to the development of academic
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importance and increasing expectations, universities across the country have launched a variety
of academic services for their athletes. According to Foltz (1992), this enables institutions to
keep track of the academic progress of their student-athletes (Dilley-Knoles, Burnett and Peak,
2010). There is a need to provided valuable resources to student athletes that will benefit and
increase athletic participation and academic performance (Dilley-Knoles, Burnett and Peak,
2010). Faculty, coaches, and athletic administrators must be knowledgeable and responsive
regarding student-athlete academic performance. According to Peak (1995), “the student-athlete
must remain academically eligible in order to participate in intercollegiate athletics” (p. 2); thus,
study programs are often developed to assist struggling student-athletes.
In February 2005, the NCAA released its first Academic Progress Rate (APR) for
Division I football and basketball programs (Dilley-Knoles, Burnett & Peak, 2010, p.2). The
motive and concept behind the academic progress report were to make sure the athletic
department became more invested in the academic success of their student-athletes. As the
NCAA continues to demand higher education institutions to produce academic success with their
student-athletes, the ideology of academics will forever be an important factor in all colligate
athletic environments. Identification with academics has been defined as the extent to which
individuals base their self-esteem on academic outcomes, feel as though they belong in their
specific academic environment, and value academic achievement. The value of academic
achievement emphasizes institutions do their best to provide the proper resources and support for
each of their student-athletes. Academic services for student athletes have become a very
important part of higher education. The demand for quality student-athletes support services
continues to grow. These services more often are tutorial services, academic advising, and
teaching study skills (Pope & Miller, 1999). These support services and resources are done in
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hopes of generating positive growth within the individual as well as demonstrate the academic
success that is based on the mission statement of that institution. A common critical issue that
plagues universities, specifically institutions with a large number of Black student-athletes, is the
lack of academic support and mental health services for this specific population. Data have
shown the individual student-athlete have not been prepared adequately to be successful at
institutions of higher learning. Student-athletes continue to graduate or leave universities
without the necessary skills to thrive in our current environment. (Dilley-Knoles, Burnett and
Peak).
A substantial amount of research in past years has been conducted to determine
significant predictors such as demographic, academic criteria, and psychological variables of
academic achievement among student-athletes. As research is done on Black student-athletes
consistently, what research is being done to hold universities accountable for the support services
they provide these athletes to successfully succeed? As the business and the demand for athletic
success continue to grow precedent over scholastic success, the implementation of the numerous
positions that are listed within academics in athletics has been created in all universities to create
the culture change that aide the wellbeing of black student-athletes.
Colleges and universities consistently lower admission criteria for athletes (Saffici &
Pellegrino, 2012). These actions by the university admissions offices when recruiting and
admitting Black student-athletes raise a major concern because although this allows the
disadvantaged students to attain higher education, it also hinders them in being successful when
no support is provided for their matriculation within this higher education. On average, studentathletes enter in the bottom 25% of their freshman class which is very alarming (Lyons, Jackson
and Livingston, 2015). Teachers sometimes may gift or promise a star athlete grades to help
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them pass and graduate. (Lyons, Jackson and Livingston, 2015). The recruiting of Black studentathletes and the admittance by academic advisors, some may argue, are very unethical, all for the
price of winning. The job of the athletic director of academic advising is to change this exact
culture with the best possible resources his/her institution may provide. The culture of the
university can normally dictate the continuation of the same outcomes that’s been plaguing an
athletic department. “Organizational culture is defined as the deep-rooted beliefs, values, and
assumptions widely shared by organization members and powerfully shape the identity and
behavioral norms for the group (Yean-Sub Lim, 2008, p.2). The success of these athletic
programs lies in the hands of the student-athletes, and they need to be taught that success on the
field may not always lead to victory in the classroom. “Athletics should be extracurricular to the
academic priority” (Saffici & Pellegrino 2012, p.4).
The space in which these Black student-athletes have to operate consistently can
negatively affect them. Often, in a classroom full of about 100 students Black-student athletes
are either the “only” or among the few in the classroom. (Fasching-Varner, Mitchell, Albert, &
Allen, 2015). Operating in spaces when those who resemble you are few and beyond is a
continuous cycle for Black student-athletes. Black male participation in sports is seen as a
creative, sustainable, and socially acceptable way to circumnavigate and negotiate the alienating
and biased school environment (Taylor, Gilborn, & Ladson-Billings, 2016). At many of these
universities, the awareness of race and the exploitation of the black athlete must be brought to
the attention of the entire staff and university. The objectification of Black student-athletes
allows those in power to perpetuate the stereotypes of them having the super athletic ability and
while lacking the mental capacity to succeed within this culture daily.
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Leadership and Culture in Academics for Black Male Athletes
Black student-athletes attend college in hopes of using their athletic skills to land
positions on professional teams rather than focusing on education. The recruiting pitch of getting
Black student-athletes to go professional for institutions to receive their services has become a
cultural norm in many athletic departments. To provide these student-athletes with adequate time
to advance themselves physically and mentally, and to master their craft in their field of play,
academic advisors are placing student-athletes in less demanding majors to help with their
professional goals. Academic advisors can sometimes focus more on getting the student-athlete
by in the classroom and are steered into athletic career aspirations. Black student-athletes
expectation upon entering collegiate sports is that it will eventually lead to a career in
professional sports, but percentage show that most of them do not make it only the elite one’s.
(Akker, 1995).
The influence of the faculty and staff in athletics that deals with academics, some may
argue, is unmeasurably large. As a spearhead with a prominent role in athletics, the style of
leadership one exhibits, and the organizational culture of the environment must be pivotal to
obtaining positive results. Leadership and organizational culture are purported to be tightly
intertwined (Peters & Waterman, 1982) Leaders must have a profound understanding of the
identity and impact of the organizational culture to communicate and implement new visions and
inspire follower commitment to the vision (Schein, 1990). Having a large number of studentathletes, especially Black student-athletes, requires a certain level of attention between the
faculty and staff to inspire and produce positive outcomes. Organizational culture that increases
staff alignment, enhanced organizational efficiency, heightened consensus regarding strategic
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focus, increased employee productivity, and advanced levels of employee commitment all come
when the environment is positive. (Yukl, 1994).
Organizational culture must be implemented through the vision the leadership has for the
entire athletic department. The current organizational culture of institutions in this day and age,
seeming to lack academic support, must change due to the low academic performances amongst
the Black student-athletes. Violations, sanctions, removal of scholarships, and post-season bans
create a negative environment amongst the department at all universities this may occur. This
example of cultural development can hamper the student-athletes and have a negative conception
from the outside of the athletic department. The current culture of these institutions has been
built on a different idea that continues to hinder the athletic department and its Black studentathletes. Organizations with ineffective leadership leads to a lack of productivity from employees
and ultimately the demise of the organization. (Yukl, 1994).
College Choice Process & Recruitment for Black Male Student-Athletes
“College selection is often a difficult process for students in general and is even more
complicated for student-athletes, particularly those who are recruited by numerous schools”
(Finely & Fountain, 2008). The choice process for student-athletes is going to be different in
comparison to the regular student body. Student-athletes indicate that “the head coach,
opportunity for participation, various academic factors and number of available scholarships are
important factors influencing student-athletes (Vermillion & Spears, 2012). Official visits are
very common amongst student-athletes and occur very frequently. These visits provide Black
high school student-athletes with a small dose of the environment they are looking to join.
“The student-athlete engages in a cost-benefit analysis in order to determine the positives
and negatives of each college or university and attempts to make a sound decision. For student-
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athletes, this stage could encompass not only being recruited, but also critically examining the
factors that are the most pertinent to their specific situation and taking official visits” (Vermillion
& Spears, 2012). High school student-athletes are very unique in the fact that their participation
and consumption of daily activities are a consistent routine. “Vermillion noted Symbolic
Interactionism (SI)—a sociological theory focusing on identity, social interaction, and symbol
interpretation—is easily applied to many areas within the institution of sport” (Vermillion &
Spears, 2012).
Black male student-athletes who are high profile coming out of high school are offered
multiple scholarships from different universities. They are recruited by universities even before
finishing their first year of high school based on how they perform in athletic activities. The
recruitment phase of athletics plays a large role in the college choice process that strictly focuses
on the athletic side and ignores the academic portion of the black student-athlete. “The challenge
of adjusting from secondary school to a new university setting and adapting to the dynamic
systems of academic and athletic programs can be overwhelming. The supportive interaction
between athletes and coaches may play a key role for academic success” (Gravelle, Karlis, &
Rothchild-Checroune, 2014).
Coaches are one of the initial representatives that high school student-athletes meet from
universities, building bonds of trust. These relationships can later matriculate into mentors and
provide a supportive environment in place of the parents being far away. “One of the factors that
positively affect a student’s academic achievement is the student’s supportive environment
(Klem & Connell, 2004; Solomon, Battistich, Kim & Watson, 1997; Stanton-Salazar, Vasquez,
& Mehan, 2000; Ilona, Raili, Lasse, 2010). Adults of significant influence (e.g., parents,

30

teachers, coaches, mentors, etc.) and peers can create supportive environments to foster
engagement in certain communities” (Gravelle, Karlis, & Rothchild-Checroune, 2014).
The importance that supportive interaction plays on high school student-athletes cannot
be overstated. These individuals will have a direct impact and access, regularly shaping who
these student-athletes become. The teachers, coaches, recruiters that are in the lives of student
athletes has a major impact on college enrollment and choice.(Perna & Jones, 2013). It’s up to
the student-athlete to determine which school will best fit their needs and allow them to be
successful in their endeavor, both academically and professionally. “Recruited athletes are not
prepared for college work, and then even more athletic demands than they are accustomed to, are
placed upon them that allows little time for academics” (Dilley-Knoles, Burnett, Peak, 2010,
p.3). “College athletes earn fewer bachelor’s degrees than do students in general, they take
longer to do so, their grades are lower, and their curricula are less demanding” (Akker, 1995,
p.3).
The student-athlete must analyze the campus environment, academic environment,
coaches, and other athletes before embarking on the college choice process. The problem that
occurs when high school student-athletes are introduced to the environment is that they are often
unaware of the segregated environment they will be exposed to upon arrival at the university.
Athletes are often far away and on a different schedule than the rest of the university based on
majors and athletic facilities set in place by the schools. What the schools fail to realize is that
these predicaments directly impact the athlete. Often schools are to focus on other aspects of the
student-athletes life rather than academic performance. A large amount of focus needs to be
given in areas such as the social and emotional state of the student-athlete that will aid in
promoting effective learning. (Gravelle, Karlis, & Rothchild-Checroune, 2014).
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The recruiting sales pitch of getting athletes to decide on the college choice process often
is based on the idea that their school of choice will give them the best opportunity to go
professional. Universities often become salesmen to lure the highly touted Black high school
athletes by pitching the ultimate long-term goal, professional sports. In actuality, the pitch that
they are selling them based on numbers is highly unlikely. Another pitch to high school studentathletes can be that the school will also offer a close teammate a scholarship as a package deal if
the student chooses to sign. This strategy takes place at universities because high school students
will follow their friends when it comes to making a choice on attending college.(Perna & Jones,
2013). “Other research shows that friend’s college-going plans are even more important
predictors of four-year college enrollment for low-income, urban, minority students than for
other high school students” (Perna & Jones, 2013, p.2).
The idea that all athletes can make it professional is a tool of recruitment to dictate
college choice. Already embedded in their brains is the ideology that the end goal is attainable so
long as they put in the work, but these goals aren’t necessarily realistic for all. The inequality
amongst race, within the community of student-athletes at major universities, is visible. Black
student-athletes are recruited at a higher level than their counterparts when it comes to being
offered athletic scholarships. “Black student-athletes versus their peers oftentimes rely on
athletics as an avenue to access higher education and for future earnings” (Scott, 1998). The
motives behind why a certain individual seeks to partake in athletics can vary amongst
individuals, race, and gender. “Many female student-athletes come to college with a focus to
graduate, because there are not many opportunities to obtain a professional contract. “Therefore,
many female student-athletes view college athletics as an avenue to meet their educational
attainments by playing sports” (Scott, 1998). When comparing with their male counterparts,
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there seemed to be a higher connection between performance and socioeconomics. “Particularly,
the variables gender and socioeconomic status were positively related to the academic
performance among basketball players” (Scott, 1998). The concerns with student-athletes may
surface when the NCAA declares that they are providing them with possible reparation and
resources for their skills.
Student-athletes have a time clock once they make that choice on what university they
want to attend and engage in sporting competition. The ideal situation is based on whether that
student-athlete will be at that university for four years or not. “A key unknown is the duration of
their playing career. A large body of anecdotal evidence suggests many athletes are financially
challenged or bankrupt shortly after their playing career ends” (Johnston, Messina, & Yates,
2016). These Black student-athletes, a majority from low-income families, are dependent on
these scholarships to make that transition. “The federal student aid system was designed to
diminish financial barriers for students without sufficient resources to pay for college. The idea
that its design might affect whether or not students achieve their goals promptly was not an
evident concern” (Perna & Jones, 2013, p.3). The way the university feels that they take care of
these student athlete’s by offering them enough money to take care of their educational
aspirations. Underrepresented students are often labeled as students who don’t have enough
money to pay for college, so the opportunity of financial aid is supposedly beneficial to them. “If
students do not know the price of college, if they do not know how much financial aid they will
receive, or if they do not know what long-term benefits, they can expect to receive from going to
college, they will not be able to make informed decisions” (Perna & Jones, 2013, p.5). The
details of financial requirements for students aren’t always accessible. Although to ability to
make money upon completion of college is a requirement pitched used excessively. “Athletes are
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giving a scholarship to attend the university is a major face incredible financial uncertainty
despite the potential to earn significant incomes” (Perna & Jones, 2013). A detailed description
of the overall objective of the government-implemented financial aid often gets lost in the
recruiting pitch; instead, it’s glorified to help make a college choice. Financial aid programs are
supposed to make the benefits of family’s postsecondary choices easy. (Perna & Jones, 2013).
Mentorship for Black Males
“African American boys require communities of men who can ensure their safe passage
and celebrate—through ritual and ceremony, fellowship and membership their ascension to
manhood” (Brown, 2009, p.33). Mentorship becomes a very important aspect in the lives of
Black males to navigate through the higher education system, many may argue. Mentoring is a
“proactive strategy that exposes students to positive role models who can help with specific life
skills, goal setting, and opportunities”. Mentors are important in various stages of development
in the lives of students, particularly African American males” (Brown, 2009). The practices set
in place at an institution can sometimes dictate the possibility of how this may or may not occur.
According to Brown (2007), “formal mentoring programs are designed to increase enrollment
and retention of minority and other students, as well as increase student satisfaction with the
academic experience” (p. 33) while Informal mentoring is spontaneous and established by two or
more persons for the benefit of those involved” (Brown 2007). At PWIs, the ability to have those
that look like you in faculty or administration roles can be a powerful form of expression in
itself. Mentoring seeks to provide a positive influence in the life of the mentee but sometimes the
ability to seek a mentor can become an afterthought at PWIs due to not having enough Black
males in certain roles. Thomas (1989) found that when the mentor was a different race then the
mentee that may have been African American obstacles seem to arise. Mentorship when it relates
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to same race mentorship is more effectively for Black students. (Brown 2007). The race aspect of
mentoring ties in directly with the development of one’s racial identity, especially Black males,
suggesting “that understanding the role of mentoring in education for Black males requires a
look into the convoluted variables that are associated with these relationships. These researchers
found that same-race mentorship provides more stability and familiarity to Black students. The
psychosocial aspect of the same-race relationship seems to increase in a positive matter. Based
on Thomas’s findings this key finding can be closely linked to racial identity (Brown, 2007).
“Mentoring has also been described as the process by which a student or protégé is
positively socialized by a faculty member or mentor into the institution and/or profession. The
mentor often serves in multiple roles—role model, teacher, advisor, guide, and resource”
(Biaggio, 2001; Galbraith & James, 2004; Levinson, Darrow, Klein, Levinson, & McKee, 1978).
Kunjufu (2006) asserted that the deficit of role models continues into the educational pipeline,
where over 83% of educators who come into contact with Black males are White females; does
this disparity actually give these men the ability to find commonality? Are relationships actually
built off genuine common interest based on race, gender, and career choice or is it due to not
having a choice so, therefore, a mentor isn’t desired? In terms of mentoring relationships,
several types have been identified in the literature. For example, some relationships exist
between peers (Kram and Isabella 1985; Rodger and Tremblay 2003), senior- and junior faculty
(Blackwell 1989; Santos and Reigadas 2002); professional staff and students (Atkins and
Williams 1995; Patitu and Terrell 1997); and faculty members and students (Freeman 1999;
Pascarella 1980; Strayhorn and Terrell 2007). Mentoring at the undergraduate level especially at
a predominantly white institution can look very different and can affect a multitude of things.”
Mentoring at the undergraduate level has been found to have a significant impact on student's
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career selection (Carter 1994), socialization to academic and professional roles (Cascio and
Gasker 2001; Juarez 1991; Richmond and Sherman 1991; Saddler 2008), grades (Anderson et al.
1995; Freeman 1999; Wallace et al. 2000), retention during the first year of college (Salinitri
2005), retention in STEM fields (Kahveci et al. 2006), and satisfaction with college” (Strayhorn
and Terrell 2007).
Thus, it is clear that mentoring relationships are important in the higher education
environment for Black males, providing numerous benefits for this population of students;
despite this, the uncertainty in whether these relationships influence the development of their
racial identity remains unclear. It is this gap in our mutual understanding that the present study
attempts to fill.
Self-Efficacy in Black Males
“Self-efficacy beliefs determine how people feel, think, motivate themselves and behave”
(Bandura, 1994, p.2). These beliefs arise within an individual through four major processes:
cognitive, motivational, affective, and selection. “A strong sense of efficacy enhances human
accomplishment and personal well-being in many ways. People with high assurance in their
capabilities approach difficult tasks as challenges to be mastered rather than as threats to be
avoided” (Bandura, 1994). Black males therefore would ultimately maneuver differently in
higher education if they were high in self-efficacy. Failure would be more than an afterthought or
an obstacle, but it would not deter them from the ultimate end goal while at a predominantly
white institution. They have a strong sense of belief in the face of failure when they are high on
self-efficacy. Failure then is attributed to a lack of knowledge, but the issue can be solved if they
continue to believe and put in the work. (Bandura, 1994). The belief in attaining a goal is
powerful and concerning Black males in higher education; one would believe that self-efficacy
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could dictate many different outcomes. These outcomes can lead to reduce stress levels and
lowers depression. In contrast, when one consistently doubts their capabilities, things can take a
major spiral in the negative direction. The Black man is often told he is not capable of
succeeding in the higher education realm, and the resources may contribute to these beliefs. “In
contrast, people who doubt their capabilities shy away from difficult tasks which they view as
personal threats. They have low aspirations and weak commitment to the goals they choose to
pursue. When faced with difficult tasks, they dwell on their personal deficiencies, on the
obstacles they will encounter, and all kinds of adverse outcomes rather than concentrate on how
to perform successfully” (Bandura, 1994, p. 12).
The ability to build self-efficacy can come when seeing those who resemble and look like
you in positions that you aspire to be, or just positions of power in general. At PWIs, the
difficulty of seeing other Black males in faculty, administration, or professors can uplift one’s
self-efficacy. “Seeing people similar to oneself succeed by sustained effort raises observers'
beliefs that they too possess the capabilities master comparable activities to succeed” (Bandura,
1994, p.5). For Black males, seeing others who do not resemble themselves may not have a great
impact on the self-efficacy belief. The ability to place yourself in the shoes of somebody who
may have experienced similar success and failures goes a long way regarding building and
maintaining self-efficacy.
Researchers suggest that self-efficacy beliefs influence academic motivation and
achievement (Multon et al., 1991), given that students with higher self-efficacy tend to
participate more readily, work harder, pursue challenging goals, spend much effort toward
fulfilling identified goals, and persist longer in the face of difficulty (Bandura, 1997; Pajares,
2003; Schunk, 1991). The ability to predict and control certain aspects of their lives addresses
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the cognitive process of self-efficacy. When in higher education, the retention of Black males
oftentimes begins with the thought process of what they could achieve. “Personal goal setting is
influenced by self-appraisal of capabilities. The stronger the perceived self-efficacy, the higher
the goal challenges people set for themselves and the firmer is their commitment to them”
(Bandura, 1994, p.5). “Perceived self-efficacy facilitates goal-setting, effort investment,
persistence in face of barriers and recovery from setbacks. It can be regarded as a positive
resistance resource factor” (Schwarzer, Jerusalem, 1995).
The motivational process with self-efficacy is powerful in the fact that “People motivate
themselves and guide their actions anticipatorily by the exercise of forethought. They form
beliefs about what they can do. They anticipate likely outcomes of prospective actions. They set
goals for themselves, and plan courses of action designed to realize valued futures” (Bandura,
1994). These beliefs and goals ultimately form when the motivation process of self-efficacy
takes place, providing Black males with incentives to persist, the direction in behavior, and
allows them to “seek self-satisfaction from fulfilling valued goals and are prompted to intensify
their efforts by discontent with substandard performances” (Bandura, 1994, p.5).
“Therefore, students not only need to have the ability and acquire the skills to perform
successfully on academic tasks, but they also need to develop a strong belief that they are
capable of completing tasks successfully” (Hsieh, Sullivan, & Guerra, 2007). Black males take
great pride in who they are identity-wise and the correlation to self-efficacy is quite evident. As
with self-esteem and self-concept, racial identity affects Black males’ achievement and
motivation (Cross & Vandiver, 2001). “For these males, race has high salience: They are
comfortable being as identified as Black; they have racial pride” (Whiting, 2006). Racial identity
ultimately can draw many questions in the minds of Black males seeking to understand who they
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are when entering the PWI environment.” These Black males seek greater self-understanding as
racial beings but are also aware of the importance of adapting to their environment and being
bicultural, namely being confident and at ease in both White and Black settings” (Cross &
Vandiver, 2001).
Social Integration for Black people in Higher Education
Black males at PWIs face the difficult task of socially integrating into the university.
According to the literature (Wallace & Bell, 1999; Livingston & Stewart, 1987), “African
American students are more likely to experience problems with campus involvement, residential
living, programming, and utilizing student-based services than their White counterparts”.
Although it is a daunting task for African Americans to successfully integrate into these
environments, such integration can be extremely beneficial to their retention and completion of
college. Social integration has been defined; scholars such as Lang and Ford (1992) define it as a
measurement of the extent and quality of a student’s relationship with peers, a measurement of
the quality and impact on student’s informal interactions with faculty, the opportunity to
socialize informally, and the ability to discuss campus issues or problems.
Tinto (1993), on the other hand, states that social integration is the form of integration,
which results from personal affiliations and from day-to-day interactions among faculty, staff
and students. Some factors that contribute to the social integration of African American students
include student/student interaction, social networks, student involvement, satisfaction with
college life, and self-esteem (Schwitzer, et al, 1999; Wallace & Bell, 1999).
Student-Faculty Interaction
Being a “Guest in Someone Else’s House” (Sotello Viemes Turner, 1994) means being
always on your best behavior and under scrutiny, having little or no history in the house—feeling
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that you do not belong. Ultimately, this sense of displacement can increase the difficulty Black
males face when socially integrating into a PWI and trying to understand the academic culture.
“Feeling apart from the academic and social campus life is one of the main reasons multicultural
students drop out” (Jones, 2001) Research points to the emphasis that when Black males have a
positive influence through informal faculty-student interaction, they are a lot more successful.
Classroom conversations and interactions can oftentimes be overwhelming for Black males. “In
the classroom, students may find themselves isolated and ignored- except as examples of
stereotypes from often well-intentioned faculty” (Jones, 2001). PWI classrooms can often be
very large and perceived by Black males as nerve-wracking and impersonal. “Students encounter
curricula designed with a monocultural perspective and faculty who discount their cultural views
as irrelevant and their ways of learning as inappropriate” (Jones, 2001). The ability to find
classrooms that are supportive and provide a positive atmosphere for Black men & women are
described often in a high manner by peers and other professors. “With few Black faculty as role
models and mentors, multicultural students tend to have little interaction with faculty, reporting
reticence toward approaching majority faculty” (Jones, 2001). Student-faculty interaction can
take place in many different forms on a college campus: during office hours, organizational
activities with guest speakers, and even campus-hosted activities. When Black students are
familiarized with faculty and staff, their willingness to engage increases. Engagement leads to
mentoring possibilities, allowing a student to acquire a better understanding of the classroom
information. It can be influential in the fact that this contact will lead to a student acquiring the
knowledge on how to better understand classroom information. “First, it allows social interaction
to occur between faculty and student; second, the contact leads to a better understanding of
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classroom assignments, which leads to stronger academic integration” (Astin, 1977; Beal &
Noel, 1980; Feldman & Newcomb, 1969; Terenzini & Pascarella, 1977; 1980).
Student Involvement
Student interaction with faculty, staff, majority peers, and the social environment of the
campus affects their attitude, behavior, and perceptions, thus enhancing or diminishing
satisfaction, academic achievement, and persistence” (Jones, 2001). The correlation between
graduation and student involvement is high. “Alexander Astin’s theory of student involvement
indicates that experiences that engage students physically or psychologically positively impact
college student development in a variety of ways, i.e., moral and cognitive development and
leadership skills” (Flowers, 2004). Student involvement leads to social networking with other
Black students, which is also known as communalism: the ability to feel as if you are tied to a
group. “Black students with a high level of communalism may be more resourceful and
persistent as they navigate through the social systems at PWIs” (Thompson and Fretz, 1991).
Studies have shown that positive peer influence can make a difference in student’s study
behavior. “In a survey of study habits, Capella et al. (1983) confirmed the notion that study
habits are indeed favorably affected by positive peer influence”. Student organizations that are
implemented at PWIs that assist Black people can help with a student’s racial identity and
provide peer support groups that help you embrace that identity. Peer support groups have been
linked to student retention and better navigation of the campus environment. “Interactions
between students and between students and faculty may occur at any given time in a university;
however, in order for successful academic and social interaction to occur, a student must have
experienced, at some point in time, both types of interactions” (Tinto, 1975).
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Black student organizations that provide student interactions, campus involvement and
the development of leadership skills have also been linked to student retention. They provide an
opportunity for students to practice leadership and citizenship, to engage freely in the discussion
of issues and concerns, and to learn organizational skills (Rooney, 1985). “Involvement in
student organizations also helps students to integrate into college life and contributes to student
retention” (Astin, 1984; Pantages & Creedon, 1978).
The promotion of student involvement through social organizations can be described as
such; “Social organizations allow students of the same gender to join together for purposes of
social interaction and community service. Professional organizations are centered on one's major
area of study and allow both males and females with similar interests to interact with each other,
faculty members, and professionals working in one's field of interest. Finally, ethnic
organizations, groups formed by members of ethnic minority populations with common interests
and goals, encourage males and females to join together for the purposes of campus and
community unity” (Griffin, 1990).
Persistence
Black men in education are a very hot topic in the world of higher education. The influx
of research on this subject matter has yet to discover the implications racial identity has on Black
men and retention. “National interest on the plight of Black males has resulted in numerous
conference sessions, think tanks, journal articles, books, and editorials dedicated to exploring the
intricate factors impacting this group” (Harper, 2010). Therefore, the importance of the
persistence of Black men and how it influences racial identity are significant for several reasons.
This present study is being conducted to provide educators with research on what will affect the
continuation of college for Black men. “For years, persistence research has been guided by two
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predominant frames. The first is Tinto’s (1975, 1987, 1988, 1993) model of student departure,
which depicts persistence as a longitudinal process whereby a student interacts with the campus
academic and social systems” (Woods & Williams, 2013). The initial academic integration
amongst Black men at their prospective university was deemed influential in the ability to
persist. Black men interacting with faculty, staff, and administrators, and having a relationship
with certain members was pivotal according to researchers. “The availability of these groups is
reported to have a positive influence on the retention of minority students because students feel
less isolated and more a part of campus life, which has a positive effect on student persistence”
(Carr & Chittum, 1979; Jones et al., 1975). Specifically, evidence from several studies suggests
that the frequency of student informal contact with faculty outside of class is positively
associated with persistence (Pascarella & Terenzini, 1976, 1977; Spady, 1971; Terenzini &
Pascarella, 1977).
Conclusion
In conclusion, to properly provide for Black men in our institutions of higher education
there must be an intentional investment from the university, administration, and information for
black men to interact in these environments. Providing substance related how to seek and find
mentorship, what it means to continue to persist at a PWI, the importance of socially integrating,
and having a strong sense of self-efficacy to tackle any task at hand are all essential pieces for
Black men. Furthermore, Black males need to be given more tools to properly succeed and not
just be a required tool or number to fulfill a quota. For institutions to effectively accomplish that
goal, there must be a direct point of emphasis in providing these elements of success and
knowledge to Black people. When institutions of higher education are deliberate in creating an
environment that welcomes diversity and inclusion, everyone involved benefits.
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Additionally, this purposeful form of action to creating an environment that is more
welcoming to the success of Black Men at PWI’s must be bought in by all stakeholders at the
university. Conversation and action must be taken to create the modification that is needed to
serve Black males regardless of their racial identity. The nonexistence of self-reflection by all
those who are involved in serving Black males leads to the continuance of oppression of these
marginalized groups. This research provides a context for Black males to gain a better
understanding of properly maneuvering in the higher education realm regardless of how they
identify. It also allows faculty, staff, stakeholders, and Black men to foster new methods in
creating a prosperous society in higher education.
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Chapter 3. Research Design and Methodology
Introduction
The purpose of this quantitative research study is to identify how does racial identity of
Blacks students impact factors related to retention at PWIs. This population will contain both
athletes and non-athletes regardless of classification. To understand the content and context of
the information collected and presented here, utilizing the correlation design in which
investigators use the correlational statistic to describe and measure the degree or association (or
relationship) between two or more variables or set of scores (Creswell, 2012).
This study utilized quantitative survey data will be conducted. The phase of the study
uses data analysis that includes multiple factor analysis of Likert scaled items from the specific
survey administered to analyze the numeric description of trends, attitudes, and opinions of my
population. These results will allow a more vivid description of how this quantitative study can
answer the important question of why & how some social phenomena among the respondents in
my study. A transformative worldview was taken to properly frame this research. According to
Creswell (2014), this view is purposed with inquiry into social justice and politics, to challenge
oppression theoretically, and then take the next step to practical transformation. This
transformative quantitative design will explore how the examination of the Racial Identity of
Black Males through self-efficacy, social integration, persistence, and mentorship at a
predominantly white institution. Factors such as race, gender, demographics, parent’s income,
education, and involvement will be considered. Quantitative methods were used to collect and
examine survey data related to black men and women's actions and beliefs. The next phase was
to detect if epistemology of Racial Identity influenced self-efficacy, social integration,
persistence, and mentorship.
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The quantitative portion of this transformative research provided the foundation for the
research. This aided in determining if differences in Racial Identity influence self-efficacy, social
integration, persistence, and mentorship. “Mentoring attempts to alleviate such problems as it
encourages student-faculty relations, provides positive role models, and assists students with
their academic difficulties” (Redmon,1990). Persistence presents the theory that the more a
student becomes integrated into these systems, the greater their level of commitment to the
institution becomes” (Woods, Williams, 2013). Social integration according to “Tinto, proposed
that, to varying degrees, some form of both academic and social integration were necessary for
retention” (Guiffrida, 2003). The stronger the perceived self-efficacy, the higher the goal
challenges people set for themselves and the firmer is their commitment to them” (Bandura,
1994). Those dependent variables will allow us to properly assess black students who attend
PWI’s and further provided proper identification of their Racial Identity. MANOVA is the
perfect solution in assessing this statistical data due to the fact it will allow the determination of a
significant difference between the independent variable regarding the dependent variables.
To determine if there were significant group differences concerning the dependent
variables, mentorship, self-efficacy, persistence, and social integration the linear composite of
the dependent variables construct, a variety of MANOVAs were run. Initially, to determine
group differences based upon specific demographics, age, gender, and parent’s education, Oneway MANOVAs were run. These tests provide results that inform the researcher that there are
significant differences between the linear composite of the dependent variables, which allowed
us to determine the influence of the independent variable. SPSS allows follow-up MANOVAs
and Post Hoc tests to be run on the same variables. These tests inform the researcher if there are
significant differences between the independent variable and the dependent variables in the
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study. Running a MANOVA ultimately “improves the chances of discovering what it is that
changes as a result of different treatments and their interactions” (Tabachnick, Fidell, 2013). The
focus of using MANOVA allows the researcher to discover whether the behavior pertaining to
the dependent, The Games Howell Post Hoc test, informs us of where the transformations are if
there are added levels of the independent variable. After completing the One-way MANOVAs, it
was further deemed to run Factorial MANOVAs to determine if there are any significant
interactions between multiple interests to determine if there are any significant interactions
between multiple independent variables, Factorial MANOVAs were run. This portion of
analysis provided us with information concerning how multiple independent variables interacted
to influence the linear composite of the dependent variable, the individual dependent variables,
and if there were differences between different levels of the independent variables.
“In quantitative research, the focus is on random sampling, selecting representative
individuals, and then generalizing from these individuals to a population. Often this process
results in testing ‘theories’ that explain the population” (Creswell, 2014). While minimal
research has been done on the way racial identity affects retention, this study aims to explore
what role certain factors play.
Research Questions
I developed the following research questions:
1. How does the racial identity of Black males impact their experience at predominantly
white institutions based on various dependent variables?
a. Does the racial identity of Black students influence social integration at
predominantly white institutions?
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b. Does the racial identity of Black students affect their ability to seek mentorship at
predominantly white institutions?
c. Does the racial identity of Black students influence their ability to persist at
predominantly White institutions?
d. Does the racial identity of Black students influence their self/academic efficacy at
predominantly White institutions?
2. Is there a difference in the way racial identity influences Black male student athletes and
non-student athletes in the areas of mentorship, self/academic efficacy, social integration,
and persistence?
3. Do the experiences of Black people at PWIs affect their racial identity?
Epistemological/ Theoretical Approach
A transformative worldview was taken in order to properly frame this research.
According to Creswell (2014), this view is purposed with inquiry into social justice and politics,
to challenge oppression theoretically, and then take the next step to practical transformation. This
transformative worldview framework allowed for critical engagement with the information
presented, to observe and examine the experiences and beliefs of black males to help better serve
them at PWI’s, as one of the marginalized populations in this environment. Additionally, this
view will assist in framing the methodology by comparing and validating experiences. Through
working with faculty to understand how they can better integrate diversity into their curriculum
this framework can help create a curriculum inclusive of all students. This research will
theoretically and practically advance black males on various levels including academic,
sociocultural, and cultural. This transformative worldview framework will allow a better
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understanding of the information presented to explore the Black male identity based on selfperception, educational aspirations, and the college experience.
Research Design
To properly conduct this study a quantitative survey data will be conducted. The phase of
the study uses data analysis that includes factor analysis of Likert scaled items from the survey
administered to analyze numeric description of trends, attitudes or opinions of the populations.
Quantitative survey data was collected to compare social integration, self-efficacy, persistence,
and mentorship based on how participants perceived their racial identity affecting these factors.
Additionally, Black student-athletes and non-student athletes’ responses were compiled to
compare the similarities as well as the differences due to their experiences. Comparisons were
also made based on preexisting student characteristics including academic year, including
ethnicity, gender, and parents’ education levels.
Quantitative. This study used a cross-sectional survey research design to determine (1)
how does racial identity of Black students impact factors related to retention at a PWI; (2)
AA/Black students’ self-efficacy; (3) AA/Black students’ social integration; (4) AA/Black
students’ mentors in this environment; and (5) AA/Black students’ ability to persist. The data
collected also allowed comparisons to be made between AA/Black student-athletes and nonstudent athletes.
Participants
The quantitative component of this research was conducted with students who entered a
large research university in the southeastern United States during the 2015-2016 academic year.
The researcher purposely selected participants for the research study based on the specific
criteria established by the researcher. Participant demographics, including age, race, GPA, sport,
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major, and academic classification, were assessed when selecting participants. Due to the
confidentiality of the study, Qualtrics will administer the initial survey online. This online survey
platform will allow us to collect the proper data and categorize each response from the
participants. Participants met the following criteria:
•

Black students at a PWI.

•

Black student athlete attending a Division 1 PWI.

•

Classified as an undergraduate (freshman, sophomore, junior, senior)

•

Attend a college/university in the South or Southeast Region of the United States.

•

Graduate Students

Dependent Variables
Social Integration: Social Integration will be used to measure the college engagement of
Black males at the PWI. Black college student’s retention rates have been a major topic of
discussion with little to no progress. “Tinto Social integration, on the other hand, focuses on
students’ personal affiliations with peers, faculty, and staff that occur largely outside the
academic realm of the institution. “Tinto proposed that, to varying degrees, some form of both
academic and social integration were necessary for retention” (Guiffrida, 2003). The Social
Integration Scale was measured by combining the mean of the scores from the subscales PeerGroup Interactions and Interactions with Faculty. Prior research has utilized the sum of the
scores from these subscales to establish a measure of social integration (Beard, 1998; Bers &
Smith, 1991; Burns, 1994; Ferrer, 1997; Foz, 1984; French & Oakes, 2004; Grosset, 1991;
Lavine, 1992; Robinson, 2003; Ross, 1992; Schutt, 1996; Terenzini, Pascarella, Theophilides, &
Lorang, 1983; Terenzini & Wright, 1986; 1987).
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The Peer-Group Interactions subscale, developed by Pascarella and Terenzini (1980), was
designed to measure the extent to which a student has enhanced their interpersonal skills,
interaction with their peers, and extracurricular involvement at their institution. The seven items
in this subscale were scored on a Likert scale ranging from strongly disagree (1) to strongly
agree (5). The higher the scores on the Likert Scale means how much you interact. Pascarella and
Terenzini (1980) reported a reliability coefficient of .84 for this subscale. In subsequent studies
utilizing the Institutional Integration Scale, in general, reliability has averaged approximately
.83. Sample items include: “The student friendship I have developed at this university have been
personally satisfying” and “My interpersonal relationships with other students have had a
positive influence on my intellectual growth and interest in ideas.”
The Interactions with Faculty subscale, established by Pascarella and Terenzini (1980),
was intended to measure the quality and impact of students’ non-classroom contacts with faculty.
The five items in this subscale were scored on a Likert scale ranging from strongly disagree (1)
to strongly agree (5). Pascarella and Terenzini (1980) reported a reliability coefficient of .83 for
this subscale. Sample items include: “My non-classroom interactions with faculty have had a
positive influence on my intellectual growth and interest in ideas” and “My non-classroom
interactions with faculty have had a positive influence on my personal growth, values and
attitudes.”
Mentorship: Mentorship has been shown to benefit Black males at PWIs. Mentoring
also has a significant impact on retention in the higher education realm. “Minority students who
do not have role models may find succeeding in higher education difficult” (Strayhorn, Terrell,
2007). “Mentoring attempts to alleviate such problems as it encourages student-faculty relations,
provides positive role models, and assists students with their academic difficulties”
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(Redmon,1990). The Mentor Role Instrument was developed by Ragins and Mcfarlin (1990) that
examines the career development and psychosocial roles that mentors fill. The items that will be
used by the researcher will examine the coaching, challenging assignments, friendship, and role
model that a mentor can play in the life of a college student. The 7-point Likert scale ranges from
strongly disagree to strongly agree. The Cronbach’s alpha level for each sub-scale is as following
coaching (.75), challenging assignments (.94), friendship (.79), and role modeling (.80).
Persistence: “For years, persistence research has been guided by two predominant
frames. The first is Tinto’s (1975, 1987, 1988, 1993) model of student departure, which depicts
persistence as a longitudinal process whereby a student interacts with the campus academic and
social systems. The theory posits that the more a student becomes integrated into these systems,
the greater their level of commitment to the institution becomes” (Woods, Williams, 2013).
Persistence will be measured using the College Persistence Questionnaire (CPQ). It used to
provide college personnel with the means to: (a) identify students at-risk of dropping out; (b)
discover why a given student is likely to discontinue his or her education; and (c) determine the
variables that best distinguish undergraduates who will persist from those who will not persist at
their institutions. The CPQ developed a list of variables that had been associated with retention
in one or more empirical studies. Questions were answered on a 5-point Likert-type scale. A
sixth option, “not applicable,” was included for students who felt that an item did not pertain to
them. Specifically, for this study, two sub scales from the CPQ2 were used, and these include the
Academic Efficacy and Institutional Commitment subscale.
Self-efficacy: The Academic Self- Efficacy subscale consisted of a 5-point Likert scale.
Verbal labels for the response scales depended on the wording of the question. For example, a
question which asked, “I sometimes wonder if I am really college material “used a response scale
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ranging from very strongly disagree to strongly agree. Davidson, Beck and Silver (1999)
reported a .74 reliability.
The Institutional Commitment subscale consisted of a 5-point Likert scale. Verbal labels
for the response scales depended on the wording of the question. For example, a question which
asked, “How much thought have you given to stopping your education here” “used a response
scale ranging from very dissatisfied to very satisfied. Davidson, Beck, and Milligan (2009)
reported reliability of .78 for this subscale.
Independent Variables
Racial Identity: To assess the three stable dimensions of racial identity that will be used
in this quantitative study, the investigator utilized a shortened version of the Multidimensional
Inventory of Black Identity (MIBI-S; Martin, Wout, Nguyen, Sellers & Gonzalez, 2008).
Responses on the MIBI-S are rated from 1 = strongly disagree to 7 = strongly agree, with
responses assessing the three stable dimensions of racial identity: centrality, regard, and
ideology. The Centrality scale measures the extent to which being Black is central to
respondents’ definitions of themselves (e.g., “In general, being Black is an important part of my
self-image”) and consists of four items. Higher scores on the Centrality scale represented race
being a more important aspect in defining oneself. The Regard scale is composed of two
subscales assessing Private Regard and Public Regard. The Private Regard subscale consists of
three items measuring the extent to which respondents have positive feelings toward African
Americans in general (e.g., “I feel that Blacks have made major accomplishments and
advancements). The Public Regard subscale measures the extent to which respondents feel that
other groups have positive feelings toward Black people (e.g., “In general, others respect Black
people”) and consists of four items. A higher score on the Public Regard subscale demonstrated a
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belief that other groups have more affirmative feelings toward Black people. On the other hand,
a lower score on the Public Regard subscale demonstrated a belief that other groups have a more
undesirable view of Black. From the Ideology dimension, this research utilizes on assimilationist
subscale, which assesses the extent to which respondents emphasize the similarities between
African Americans and mainstream America, is composed of four items. An example of an item
is “A sign of progress is that Blacks are in the mainstream of America more than ever before”. In
order for the Racial Identity scale to be reliable, a coefficient of .70 was reported by the
researchers.
Additional independent variables were included in the study. These include parent’s level
of education which was measured by asking survey respondents to indicate the highest level of
education achieved by his or her mother and or father. Responses will be asked to circle one of
the following: graduate degree, college degree, some college, high school diploma, GED, or
lower than high school. Mother’s and father’s level of education was treated as a control variable
within the analysis. Current grade point average, each student was asked to indicate their current
college grade point average. This response was self-reported by the individual and was not
official as reported by the institution’s registrar’s office. Grade point average was treated as a
control variable within the analysis. Gender, each student was asked to indicate their gender
(male or female) and this variable was treated as an independent variable in the analysis. Race
was treated as an independent variable. Classification, students indicated their year in college
during the 2018-2019 academic year. Respondents wrote their classification: (1) freshman, (2)
sophomore, (3) junior, or (4) senior. Household income is another independent variable included
in the study. To properly determine the household income respondents were also asked to
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describe their best estimate of their parents or guardians' combined total income from the last
year.
Procedures
The researcher sent an online recruitment email to all students in the sample population
asking them to participate in this project. The emails described the purpose of the study,
explained that participation was voluntary, the approximate length of the survey, and issues of
confidentiality as well as a web link to the online survey in Qualtrics and, an explanation that
participants had a choice to withdraw from the study at any time.
Study Design
To understand the context of the information gathered for this study, the utilization of an
explanatory sequential mixed method design would be the most beneficial. This “method design
is described as a two-phased project in which the researcher initially collects quantitative data,
analyses it independently, and then follows up with a qualitative phase that is based off the
results from the initial phase” (Creswell, 2014). To get a better depiction of how they identify
interviewing some black males while posing a series of open-ended questions to further gauge
their experiences. “An explanatory research design is a correlational design in which the
researcher is interested in the extent to which two variables (or more) co-vary, that is, where
changes in one variable are reﬂected in changes in the other. Explanatory designs consist of a
simple association between two variables (e.g., sense of humor and performance in drama) or
more than two (e.g., pressure from friends or feelings of isolation that contribute to binge
drinking)” (Creswell, 2014).
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Data and Data Analysis
“Data analysis in qualitative research consists of preparing and organizing the data for
analysis, then reducing the data into themes through a process of coding, and finally representing
the data” (Creswell, 2013). The proposed methodological approach is appropriate since
interviews are conducted after administering surveys. “Quantitative data collection consisted of
the completion of surveys/questionnaires that were developed by other researchers. Pascarella
and Terenzini (1980) developed an institutional integration scale to determine social integration.
A multidimensional model racial identity survey operates under four main assumptions: (1)
identities can be both stable and situationally influenced; (2) individuals have a number of
different hierarchically ordered identities; (3) the most valid indicator of an individual’s identity
is one’s own views of their racial identity; and (4) the MMRI focuses only on the current status
of one’s racial identity as opposed to focusing on the development of one’s racial identity
(Sellers, Smith, Shelton, Rowley, & Chavous, 1998). The Generalized Self-Efficacy scale can
provide us with a suitable indicator of the quality of life at any point in time, which in this case
would be during the undergraduate years of Black/African American men. Based on this study,
the best way to statistically analyze the data due to the multiple dependent variables will be done
so by using a Multivariate Analysis of Covariance (MANCOVA). A MANCOVA is a statistical
technique that is ultimately an extension of the analysis of covariance (ANCOVA). ANCOVA is
an extension of ANOVA in which main effects and interactions are assessed after the dependent
variable has been adjusted for subjects’ scores on one or more covariates (Tabachnick, Fidell,
2013).
The quantitative unit of analysis was individual students from the university in the
south/southeast region who completed the survey instrument; each student who finished the
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survey will generate several scores that would be used in the quantitative analysis. The
population of 300 students included university students; as previously indicated, each of these
students received an email invitation to complete the survey. Although all data would be directly
generated from Qualtrics, the data would be visually screened for irregularities. Due to the nature
of the quantitative study, data collection will take place in two phases. Initially, the data
collection will commence using a survey that was a combination of different scales. Each survey
that was combined to conduct the study was reliable and valid due to previous researchers and
how they yielded positive results. A web-based approach was employed because response rates
are frequently low to mailed surveys (Crawford, Couper, & Lamia, 2001). Specifically,
individuals were invited to participate in the study via email. The electronic invitation included a
hyperlink to the URL of the website on which the survey was located. Several strategies were
employed to encourage student participation.
Validity
To accurately portray content validity for the Institutional Integration Scales, Pascarella
and Terenzini (1980) constructed scales that measure academic integration, social integration,
and commitments through systematic analyses and the educational research of Tinto’s (1975)
model of student departure. According to Creswell (2003), content validity refers to the extent to
which items measure the content they were intended to measure. Construct validity is the extent
to which items measure hypothetical constructs or concepts. Finally, predictive validity refers to
the extent that scores predict a criterion measure. Pascarella and Terenzini (1980) established
construct validity of the five scales through a factor analysis of responses from 763 freshman
college students. “The authors performed a screen 36 test, which yielded a solution of five
factors with Eigenvalues ranging from 6.14 to 1.67” (Lyons, 2007). The five-factor solution
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accounted for 44.5% of the variance in the correlation matrix. The five factors (Peer-Group
Interactions, Interactions with Faculty, Faculty Concern for Student Development and Teaching,
Academic and Intellectual Development, and Institutional and Goal Commitments) were found
to be consistent with the dimensions specified by Tinto’s (1975) model. To fit the current
research, we will use 3/5 of the integration scales provided by Pascarella and Terenzini (1980).
To ensure the accuracy of the data used in the statistical procedures, institutional data will
be obtained directly from the university in Microsoft Excel, and those files will be converted to
SPSS data files. Similarly, the student survey data compiled using Qualtrics would be converted
to SPSS. In addition, the instruments used to build the survey used in this study were selected
based on previously reported validity and reliability evidence.
Reliability
“Reliability is the consistency of a measurement, or the degree to which an instrument
measures the same way each time it is used under the same condition with the same subject”
(Trochim, 2002). To measure internal consistency, Pascarella and Terenzini (1980) applied
Cronbach’s alpha reliability test to each scale. The resultant alphas were as follows: Peer-Group
Interactions = .84; Interactions with Faculty = .83; Academic and Intellectual Development =
.74; “Several studies have addressed the reliability of the IIS using college student integration,
persistence, and/or retention as the criterion” (Lyons, 2007). In general, reliability has averaged
approximately .78.
Limitations
Limitations for this present study include the theories used to critically analyze the
problem. Dewey’s Educational and experience theory does not specifically define experience or
how Black people’s individuals perceive their experiences. CRT, although it places major
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emphasis on marginalized groups, fails to analyze Black males who may not identify as Black
but more so as human beings. Another issue that may arise is the number of participants and
whether they answer the questions truthfully and accurately based on prior experiences. In
addition, one must properly use the racial identity model and specify which dimensions best help
analyze the problem at hand. Due to the four dependent variables being measured with the use
of a survey, one must be concise and clear on which questions specifically answer what.
Conclusion
To build upon the foundation on Black Males in higher education the following research
questions that were previously listed have been posed to further investigate the theoretical factors
that influence the racial identity of Black students. The purpose of this study is to understand
how racial identity epistemology influences their desire to social integrate, seek mentorship,
persist, and have academic self-efficacy. This was accomplished through researching the
following questions. These questions encompass the investigation of these specific dependent
variables through the collection of quantitative data to create a holistic representation.
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Chapter 4. Results and Findings
Introduction
The purpose of this study was two-fold: (1) to examine how racial identity influences
mentorship, self-efficacy, social integration, and persistence amongst African American students
in higher education; and (2) to determine if existed amongst Black student athletes and Black
non-student athletes based on racial identity. There is an inadequate amount of research
portraying what the life of these students looks like, as well as how their identity is shaped, while
at a university. There is even less published research on the programs and practices that provide
successful matriculation through the university, which does not only entail graduation;
specifically, there is a lack of research on educational career path and how to make a living after
graduation. Therefore, shedding light to determine if and to what extent racial identity is related
to mentorship, self-efficacy, social integration, and persistence among African American
students is crucial.
The research questions and associated hypotheses were as follows:
R1: To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and social integration at predominantly
white institutions?
H01: There will be no significant relationship between the racial identity of Black
students (centrality, private regard, public regard, assimilation) and social integration at
predominantly white institutions.
H1: There will be a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and social integration at predominantly
white institutions.
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R2: To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their positive experiences and
attitudes toward mentorship at predominantly white institutions?
H02: There will be no significant relationship between the racial identity of Black
students (centrality, private regard, public regard, assimilation) and their positive experiences
and attitudes toward mentorship at predominantly white institutions.
H2: There will be a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their positive experiences and
attitudes toward mentorship at predominantly white institutions.
R3: To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their ability to persist at
predominantly White institutions?
H03: There will be no significant relationship between the racial identity of Black
students (centrality, private regard, public regard, assimilation) and their ability to persist at
predominantly White institutions.
H3: There will be a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their ability to persist at
predominantly White institutions.
R4: To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their self/academic efficacy at
predominantly White institutions?
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H04: There will be no significant relationship between the racial identity of Black
students (centrality, private regard, public regard, assimilation) and their self/academic
efficacy at predominantly White institutions.
H4: There will be a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their self/academic efficacy at
predominantly White institutions.
R5: To what extent is there a difference in the racial identity of Black students
(centrality, private regard, public regard, assimilation) at predominantly White institutions
relative to their student athletic status?
H05: There will be no significant difference in the racial identity of Black students
(centrality, private regard, public regard, assimilation) at predominantly White institutions
relative to their student athletic status.
H5: There will be a significant difference in the racial identity of Black students
(centrality, private regard, public regard, assimilation) at predominantly White institutions
relative to their student athletic status.
Chapter four is organized by an introduction, a discussion of the data preparation,
descriptive statistics, reliability analysis, research question/hypothesis testing, and a summary of
the results. The data were analyzed with SPSS 23 for Windows. The following provides a
discussion of the data preparation.
Data Preparation
The data were exported from Qualtrics directly to SPSS. 380 participants entered the
survey. The researcher examined the dataset for missing data by visual inspection. One
participant did not complete any survey questions. Therefore, the case was deleted. This left 379
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cases. Six participants did not answer any of the 12 questions on the Mentor Role Instrument
(MRI). One participant answered one item on the MRI. Therefore, those seven participants were
deleted from the survey. This left a sample size of 372. When incorporating socioeconomic
status, age, and gender amongst within the independent variables certain participants didn’t
answer every question therefore the sample size dropped to 319. Scores were computed for the
variables of interest. The cases were weighted for research question 5/hypothesis 5, which
required the use of a MANOVA. Non-athlete students outnumbered student athletes by a factor
of 5. Therefore, student athlete cases were weighted by a factor of 5 and non-athletes were
weighted by a factor of 1. This equalized the groups of student athletes and non-athletes.
Sample Demographics
Student ages ranged from 18 to 71 (M = 24.32, SD = 7.66) with a median age of 21.00.
Student athletes comprised 16.7% (n = 62) of the sample, whereas 83.3% (n = 310) of students
were non-athletes. Regarding current class level, the largest group of students (36.3%, n = 135)
were graduate or professional degree seeking pupils. Approximately 64% (n = 237) were
undergraduates. Current class level is presented in Table 4.1.
Table 4.1. Current Class Level
Class Level

n

%

Cumulative %

Freshmen

10

2.7

2.7

Sophomore

82

22.0

24.7

Junior

63

16.9

41.7

Senior

82

22.0

63.7

Graduate/Professional

135

36.3

100.0

Total

372

100.0

63

Participants were asked the open-ended question, “What is your gender?” Sixty-six
percent (n = 246) responded “female” and 33% (n = 122) responded, “male.” Reported gender is
presented in Table 4.2.
Table 4.2. Reported Gender
Gender

n

%

Female

246

66.1

Femme

1

0.3

Gender Non-Conforming

1

0.3

Male

122

32.8

N/A

1

0.3

Non-binary

1

0.3

372

100.0

Total

Students were asked to identify their racial group membership and to select all that
applied. Approximately 98% (n = 364) of students were African American/Black. Among the
eight students who did not select African American/Black as their racial group, one student
provided an open response of African and the remaining seven students who did not select that
category identified as multiracial. In total, 7.0% (n = 26) of students identified as multiracial,
whereas 4.0% (n = 15) were also Latino/Hispanic. There were two open responses. One
participant was African, and the other respondent was African American/Black, but also
provided the open response, “When do I get to be American?” Racial group membership is
presented in Table 4.3.
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Table 4.3. Racial Group Membership
No

Yes

Racial Group Membership

n

Row %

n

Row%

African American/ Black

8

2.2

364

97.8

Asian American/ Asian

371

99.7

1

0.3

Latino/Hispanic

357

96.0

15

4.0

Middle Eastern

372

100.0

0

0.0

Multiracial

346

93.0

26

7.0

White/ Caucasian

348

93.5

24

6.5

Race/Ethnicity not included above

370

99.5

2

0.5

Open Response*

370

99.5

2

0.5

Note. Open Response = African and one participant who responded, ‘When do I get to be American?”

Students were asked, “What is your best estimate of your grades so far in college?
Assume 4.00=A.” Most students (86.0%, n = 320) responded with grade point averages (GPA),
which ranged from 2.00 to 4.30 (M = 3.37, SD = 0.48) with a median GPA of 3.49. The
remaining 14% (n = 51) responded with letter grades. Of those who responded with letter grades,
29.4% (n = 15) reported As, 45.1% (n = 23) reported Bs, 21.6% (n = 11) reported Cs, and 3.9%
(n = 2) reported Ds. One participant (0.3%) responded “idk.” Reported letter grades are provided
in Table 4.4.
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Table 4.4. Student Reported Letter Grades
Grade

n

%

Cumulative %

A

10

19.6

19.6

A-

5

9.8

29.4

A/B

2

3.9

33.3

B

15

29.4

62.7

B-

2

3.9

66.7

B+

4

7.8

74.5

C

11

21.6

96.1

D

2

3.9

100.0

Total

51

100.0

Reported college majors were diverse. Psychology (8.9%, n = 33) was the most frequent
reported college major, followed by Kinesiology (4.0%, n = 15), Biology (3.5%, n = 13), and
Accounting (3.0%, n = 11) to name a few. Pre-med courses do not lead to a degree. However,
2.2% (n = 8) of students were pre-med and selected college majors of Kinesiology and Biology.
Most students (57.0%, n = 212) had less frequent college majors (3 or fewer), which included
Music Education, Nursing, Nutrition, Journalism, etc. The most frequent college majors are
provided in Table 4.5.
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Table 4.5. Most Frequent College Majors
College Major

n

%

Cumulative %

Psychology

33

8.9

8.9

Kinesiology

15

4.0

12.9

Biology

13

3.5

16.4

Accounting

11

3.0

19.4

Sociology

10

2.7

22.0

Chemical Engineering

7

1.9

23.9

Social Work

7

1.9

25.8

Sports Administration

7

1.9

27.7

Biological Sciences

6

1.6

29.3

Chemistry

6

1.6

30.9

Mechanical Engineering

6

1.6

32.5

Higher Education

5

1.3

33.9

Kinesiology Pre-med

5

1.3

35.2

Mass Communications

5

1.3

36.6

Child & Family Studies

4

1.1

37.6

Computer Science

4

1.1

38.7

Counseling

4

1.1

39.8

Criminology

4

1.1

40.9

English

4

1.1

41.9

Marketing

4

1.1

43.0

Other*

212

57.0

57.0

Total

372

100.0

Note. Other includes 3 or fewer students who selected the remaining majors.

Students were asked, “What is the highest level of formal education obtained by any of
your parent(s) or guardian (s)? (Choose one).” Four percent of parent/guardians (n = 16) had less
than a high school diploma or less than a GED. Fourteen percent (n = 52) had high school
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diplomas or GEDs, and 20.7% (n = 77) had some college. Parent/guardian educational
attainment is presented in Table 4.6.
Table 4.6. Parent/Guardian Educational Attainment
Parent/Guardian Educational Attainment

n

%

Valid %

Cumulative %

Less than high school diploma or less than a GED

16

4.3

4.3

4.3

High school diploma or a GED

52

14.0

14.0

18.3

Some College

77

20.7

20.8

39.1

Associates Degree

17

4.6

4.6

43.7

Bachelor's degree

84

22.6

22.6

66.3

Master's degree

81

21.8

21.8

88.1

Doctorate or professional degree (ex. JD, MD, PhD)

44

11.8

11.9

100.0

Total

371

99.7

100.0

Not Answered

1

0.3

372

100.0

Total

Regarding income status, participants were asked, “What is your best estimate of your
parent(s) or guardian(s) combined total income from last year? If you are independent from your
parent(s) or guardian(s), indicate your income. (Choose one).” Four percent (n = 15) had total
incomes of less than $12,500. Forty-three percent (n = 160) had total incomes of less than
$55,000. Forty-four percent had total incomes of greater than $55,000, and approximately 13%
(n = 48) did not answer. Estimate of parent/guardian combined total income from previous year
is presented in Table 4.7.
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Table 4.7. Estimate of Parent/Guardian Combined Total Income from Previous Year
Income

Not

n

%

Valid %

Cumulative %

Less than $12,500

15

4.0

4.6

4.6

$12,500 - $24,999

41

11.0

12.7

17.3

$25,000 – $39,999

46

12.4

14.2

31.5

$40,000 – $54,999

58

15.6

17.9

49.4

$55,000 - $74,999

47

12.6

14.5

63.9

$75,000 - $99,999

42

11.3

13.0

76.9

$100,000 - $149,999

40

10.8

12.3

89.2

$150,000 - $199,999

17

4.6

5.2

94.4

$200,000 and over

18

4.8

5.6

100.0

Total

324

87.1

100.0

Answered

48

12.9

372

100.0

Total

Descriptive Statistics
Scores were computed for the continuous eight variables of interest by calculating the
mean responses for each variable. Racial identity variables could range from 1-7. With a
midpoint of 4, scores above four were considered high. Scores below four were considered low
and scores that could be rounded to 4 were considered moderate. This is a common method of
interpreting survey data (Teddlie & Tashakkori, 2009). Scores for centrality ranged from 1.00 to
7.00 (M = 6.02, SD = 0.94). With mean score of 6.02, students a high degree of centrality. Scores
for private regard ranged from 1.00 to 7.00 (M = 6.53, SD = 0.75). With a mean score of 6.53,
students had a high degree of private regard. Scores for public regard ranged from 1.00 to 7.00
(M = 2.75, SD = 1.20). With a mean score of 2.75, students had a low degree of public regard.
Scores for assimilation ranged from 1.75 to 7.00 (M = 5.65, SD = 0.96). With a mean score of
5.65, overall students had a high degree of assimilation.
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Scores for social integration could range from 1-5. With a median value of 3, scores
above 3 were considered high. Scores below 3 were considered low and scores that could be
rounded to 3 were considered moderate. For social integration, scores ranged from 1.00 to 4.83
(M = 3.56, SD = 0.62). With a mean score of 3.56, overall, students had a high degree of social
integration.
Scores for persistence could also range from 1-5. With a median value of 3, scores above
3 were considered high. Scores below 3 were considered low and scores that could be rounded to
3 were considered moderate. For persistence, scores ranged from 2.00 to 5.00 (M = 3.80, SD =
0.60). With a mean score of 3.80, overall, students had a high degree of persistence.
Scores for academic self-efficacy could also range from 1-5. With a median value of 3,
scores above 3 were considered high. Scores below 3 were considered low and scores that could
be rounded to 3 were considered moderate. For academic self-efficacy, scores ranged from 1.00
to 5.00 (M = 2.86, SD = 0.80). With a mean score of 2.86, overall, students had a moderate
degree of academic self-efficacy.
Scores for positive attitudes and experiences toward mentorship could range from 1-7.
With a midpoint of 4, scores above four were considered high. Scores below four were
considered low and scores that could be rounded to 4 were considered moderate. Scores ranged
from 1.00 to 7.00 (M = 4.84, SD = 1.45). With a mean score of 4.84, overall, students had a high
degree of positive attitudes and experiences toward mentorship. Descriptive statistics are
summarized in Table 4.8.
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Table 4.8. Descriptive Statistics
Variable

Minimum

Maximum

M

SD

Centrality

1.00

7.00

6.02

0.94

Private Regard

1.00

7.00

6.53

0.75

Public Regard

1.00

7.00

2.75

1.20

Assimilation

1.75

7.00

5.65

0.96

Social Integration

1.00

4.83

3.56

0.62

Persistence

2.00

5.00

3.80

0.60

Academic Self-Efficacy

1.00

5.00

2.86

0.80

Positive Attitudes and Experiences Toward Mentorship

1.00

7.00

4.84

1.45

Instrument Reliability for Sample
Instrument reliability for the sample relative to the variables of interest was computed
with Cronbach’s alpha. The internal consistency of the variable of interest ranged from
questionable (α = .64) for assimilation to excellent (α = .98) for positive attitudes and
experiences toward mentorship. Four variables (centrality, private regard, persistence, and
academic self-efficacy) had acceptable (α = .70-.79) internal consistency, whereas the internal
consistence was good (α = .80-.89) for two variables (public regard and social integration.
Reliability coefficients are presented in Table 4.9.
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Table 4.9. Reliability Coefficients
Variable

N of Items Cronbach’s alpha

Centrality

3

.727

Private Regard

2

.702

Public Regard

3

.812

Assimilation

4

.638

Social Integration

12

.821

Persistence

7

.716

Academic Self-Efficacy

6

.731

Positive Attitudes and Experiences Toward Mentorship

12

.975

Note. Interpretations are based on generally accepted criteria (DeVellis, 2012).

Research Question One/Hypothesis One
Research question one asked, “to what extent is there a relationship between the racial
identity of Black students (centrality, private regard, public regard, assimilation) and
social integration at predominantly white institutions?” Research question 1/hypothesis 1 will be
tested with multiple linear regression. The independent variables were the four dimensions of
racial identity (centrality, private regard, public regard, assimilation) as measured by the MIBI.
The dependent variable was social integration as measured by the Social Integration Scale. Prior
to the analyses, the six assumptions of multiple linear regression were tested.
Assumption 1: Linearity Assumption
Multiple linear regression assumes that the relationships between the independent and
dependent variables is linear. This assumption was tested by producing a scatterplot matrix of the
relationships between the independent and dependent variables. The relationships can be
modeled by a straight line. Therefore, the assumption was met. This is illustrated in Figure 1.
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Figure 4.1 Scatterplot Matrix of Racial Identity Dimensions and Social Integration
Assumption 2: Independence of Residuals
Multiple linear regression assumes that the values of the residuals are independent. This
means that the observations should be independent from one another. This assumption was tested
with the Durbin-Watson statistic. This statistic can vary from 0 to 4. For the assumption to be
met, the value should be close to 2. Values below 1 and above 3 are cause for concern. The
Durbin-Watson statistic = 2.14. Therefore, the assumption was met. See Table 4.10.
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Table 4.10. Model Summary for Social Integrationa

Model

2

R

R

2

Adjusted R

Std. Error of the
Estimate

a

1
.331
.110
.05
.60
a. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard
b. Dependent Variable: Social Integration

Durbin-Watson
2.14

Assumption 3: No Multicollinearity
Multiple linear regression assumes that the predictor variables (independent variables) are
not too highly correlated. This assumption was tested with the variance inflation factor (VIF).
VIF values should not exceed 10 (Robinson & Schumacker, 2009). VIF values ranged from 1.02
to 1.49 and were therefore within normal limits. VIF values are presented in Table 4.11.
Table 4. 11. Variance Inflation Factors for Social Integration
Variable

VIF

Centrality

1.49

Private Regard

1.49

Public Regard

1.03

Assimilation

1.02

Assumption 4: Homoscedasticity
Multiple linear regression assumes that the variance of the residuals is constant. The
spread of the residuals should be approximately constant at each point of the predictor variables
(or across the linear model). This assumption was tested with a scatterplot of standardized
residuals by standardized predicted values. As the predicted values increase (along the X-axis),
the variation in the residuals is similar. Therefore, this assumption was met as illustrated in
Figure 4.2.
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Figure 4.2 Scatterplot of Regression Standardized Residuals by Standardized Predicted Values
for Social Integration
Assumption #5: Normality of Residuals
Multiple linear regression assumes that the residuals are normally distributed. This
assumption was tested with a Normal P-P Plot of standardized residuals. The closer the dots lie
to the diagonal line, the closer to normal the residuals are distributed. Several dots are touching
the diagonal line. Therefore, the assumption was met as illustrated in Figure 4.3.
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Figure 4.3 Normal P-P Plot of Regression Standardized Residuals for Social Integration
Assumption #6: No Influential Cases Biasing the Model
Multiple linear regression assumes that there are no influential cases biasing the model.
Multivariate outliers were checked by examining the residuals. Any residual that exceeded ± 3
was a candidate for exclusion. Standardized residuals ranged from -2.88 to 2.14 and were
therefore within normal limits.
The ANOVA Summary Table for the Model is presented in Table 4.12.
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Table 4.12. ANOVA Summary Table for Social Integrationa
Model

Sum of Squares

df

Mean Square

F

p

Regression

13.813

7

1.973

5.485

.000b

Residual

112.240

312

.36

Total

142.58

319

a. Dependent Variable: Social Integration
b. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard

Regression coefficients for social integration are presented in Table 4.13.
Table 4.13 Regression Coefficients for Social Integration
Variable

B

SE B

t

p

(Constant)

1.933

0.33

7.61

.000

Centrality*

0.103

0.04

0.156

2.54

.011

Private Regard

0.084

0.05

0.099

0.71

.481

Public Regard***

0.091

0.03

0.174

3.62

.000

Assimilation

0-.01

0.03

-0.027

-0.40

.692

Gender

.111

.073

.083

1.511

.132

Age

.009

.004

.112

2.050

.041

SES

.142

.068

.113

2.098

.037

β

Note. *p < .05, ***p < .001, N = 320. Dependent Variable = Social Integration

The model was statistically significant, F(4, 367) = 6.13, p < .001, R2 = .06. Examination
of the univariate statistics revealed that there was a significant, positive relationship between
centrality and social integration (β = 0.103, t = 2.54. p = .000). As centrality increased by one
standard deviation, social integration increased by 0.16 standard deviations. There was no
significant relationship between private regard and social integration (β = 0.127, t = -2.559, p =
.0.11). There was a significant, positive relationship between public regard and social integration
(β = .169, t = 2.573, p = .011). As public regard increased by one standard deviation, social
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integration increased by 0.19 standard deviations. There was no significant relationship between
assimilation and social integration (β = .099, t = 1.252, p = .212). There was no significant
relationship between gender and social integration but there was a positive relationship between
age and socioeconomic status.
H01 stated that there will be significant relationship between the racial identity of Black
students (centrality, private regard, public regard, assimilation) and social integration at
predominantly white institutions. The model was statistically significant, F(4, 367) = 6.13, p <
.001, R2 = .06. Therefore, the null hypothesis was accepted.
Research Question Two/Hypothesis Two
Research question two asked, “to what extent is there a relationship between the racial
identity of Black students (centrality, private regard, public regard, assimilation) and their
positive experiences and attitudes toward mentorship at predominantly white institutions?”
Research question 2/hypothesis 2 was tested with multiple linear regression. The independent
variables were the four dimensions of racial identity (centrality, private regard, public regard,
assimilation) as measured by the MIBI. The dependent variable was positive experiences and
attitudes toward mentorship as measured by the Mentor Role Instrument. Prior to the analyses,
the six assumptions of multiple linear regression were tested.
Assumption 1: Linearity Assumption
Multiple linear regression assumes that the relationships between the independent and
dependent variables is linear. This assumption was tested by producing a scatterplot matrix of the
relationships between the independent and dependent variables. The relationships can be
modeled by a straight line. Therefore, the assumption was met. This is illustrated in Figure 4.4.
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Figure 4.4 Scatterplot Matrix for Racial Identity Dimensions and Positive Experiences and
Attitudes toward Mentorship
Assumption 2: Independence of Residuals
Multiple linear regression assumes that the values of the residuals are independent. This
means that the observations should be independent from one another. This assumption was tested
with the Durbin-Watson statistic. This statistic can vary from 0 to 4. For the assumption to be
met, the value should be close to 2. Values below 1 and above 3 are cause for concern. The
Durbin-Watson statistic = 1.86. Therefore, the assumption was met. See Table 4.14.
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Table 4.14 Model Summary for Positive Attitudes and Experiences Toward Mentorship a

Model

2

R

R

2

Adjusted R

Std. Error of the
Estimate

a

1
.300
.090
.069
.57702
a. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard
b. Dependent Variable: Positive Attitudes and Experiences Toward Mentorship

Durbin-Watson
1.983

Assumption 3: No Multicollinearity
Multiple linear regression assumes that the predictor variables (independent variables) are
not too highly correlated. This assumption was tested with the variance inflation factor (VIF).
VIF values should not exceed 10 (Robinson & Schumacker, 2009). VIF values ranged from 1.02
to 1.49 and were therefore within normal limits. VIF values are presented in Table 4.15.
Table 4.15 Variance Inflation Factors for Positive Attitudes and Experiences Toward
Mentorship
Variable

VIF

Centrality

1.49

Private Regard

1.49

Public Regard

1.03

Assimilation

1.02

Assumption 4: Homoscedasticity
Multiple linear regression assumes that the variance of the residuals is constant. The
spread of the residuals should be approximately constant at each point of the predictor variables
(or across the linear model). This assumption was tested with a scatterplot of standardized
residuals by standardized predicted values. As the predicted values increase (along the X-axis),
the variation in the residuals is similar. Therefore, this assumption was met as illustrated in
Figure 5.5.
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Figure 5.5 Scatterplot of Regression Standardized Residuals by Standardized Predicted Values
for Positive Attitudes and Experiences toward Mentorship
Assumption #5: Normality of Residuals
Multiple linear regression assumes that the residuals are normally distributed. This
assumption was tested with a Normal P-P Plot of standardized residuals. The closer the dots lie
to the diagonal line, the closer to normal the residuals are distributed. Several dots are touching
the diagonal line. Therefore, the assumption was met as illustrated in Figure 4.6.
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Figure 4.6 Normal P-P Plot of Regression Standardized Residuals for Positive Attitudes and
Experiences toward Mentorship
Assumption #6: No Influential Cases Biasing the Model
Multiple linear regression assumes that there are no influential cases biasing the model.
Multivariate outliers were checked by examining the residuals. Any residual that exceeded ± 3
was a candidate for exclusion. Standardized residuals ranged from -2.96 to 2.13 and were
therefore within normal limits.
The ANOVA Summary Table for the Model is presented in Table 4.16.
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Table 4.16. ANOVA Summary Table for Positive Attitudes and Experiences Toward Mentorshipa
Model

Sum of Squares

df

Mean Square

F

p

65.79

7.00

9.39

5.170

.000b

Residual

567.245

312.00

1.81

Total

633.04

319.00

Regression

a. Dependent Variable: Positive Attitudes and Experiences Toward Mentorship
b. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard

Regression coefficients for social integration are presented in Table 4.17.
Table 4.17. Regression Coefficients for Positive Attitudes and Experiences toward Mentorship
Variable

B

SE B

t

p

(Constant)

2.894

0.878

3.297

.000

Centrality***

0.453

0.098

0.304

4.626

.000

Private Regard

-0.326

0.127

-0.171

-2.559

.011

Public Regard**

0.169

0.066

0.144

2.573

.011

Assimilation

0.099

0..079

0.068

1.252

.212

Gender

.373

.165

.125

2.258

.025

Age

.010

.010

.057

1.042

.298

SES

.093

.152

.033

.611

.542

β

Note. **p < .01, ***p < .001, N = 320. Dependent Variable = Positive Attitudes and Experiences Toward
Mentorship

The model was statistically significant, F(4, 367) = 5.97, p < .001, R2 = .06. Examination
of the univariate statistics revealed that there was a significant, positive relationship between
centrality and positive experiences and attitudes toward mentorship (β = 0.453, t = 4.626. p <
.001). As centrality increased by one standard deviation, positive experiences and attitudes
toward mentorship increased by 0.26 standard deviations. There was no significant relationship
between private regard and positive experiences and attitudes toward mentorship (β = .127, t = 2.559, p = .011). There was a significant, positive relationship between public regard and
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positive experiences and attitudes toward mentorship (β = 0.16, t = 2.573, p = .011). As public
regard increased by one standard deviation, positive experiences and attitudes toward mentorship
increased by 0.16 standard deviations. There was no significant relationship between
assimilation and positive experiences and attitudes toward mentorship (β = 0.099, t = 1.252, p =
.212). There was a significant relationship between gender and mentorship but no significant
relationship between age and socioeconomic status.
H02 stated that there will be no significant relationship between the racial identity of
Black students (centrality, private regard, public regard, assimilation) and their positive
experiences and attitudes toward mentorship at predominantly white institutions. The model was
statistically significant, F(4, 367) = 5.97, p < .001, R2 = .06. Therefore, the null hypothesis was
rejected.
Research Question Three/Hypothesis Three
Research question three asked, “To what extent is there a relationship between the racial
identity of Black students (centrality, private regard, public regard, assimilation) and their ability
to persist at predominantly White institutions?” Research question 3/hypothesis 3 was tested with
multiple linear regression. The independent variables were the four dimensions of racial identity
(centrality, private regard, public regard, assimilation) as measured by the MIBI. The dependent
variable was the ability to persist as measured by College Persistence Questionnaire (CPQ). Prior
to the analyses, the six assumptions of multiple linear regression were tested.
Assumption 1: Linearity Assumption
Multiple linear regression assumes that the relationships between the independent and
dependent variables is linear. This assumption was tested by producing a scatterplot matrix of the
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relationships between the independent and dependent variables. The relationships can be
modeled by a straight line. Therefore, the assumption was met. This is illustrated in Figure 4.7.

Figure 4.7 Scatterplot Matrix for Racial Identity Dimensions and Persistence
Assumption 2: Independence of Residuals
Multiple linear regression assumes that the values of the residuals are independent. This
means that the observations should be independent from one another. This assumption was tested
with the Durbin-Watson statistic. This statistic can vary from 0 to 4. For the assumption to be
met, the value should be close to 2. Values below 1 and above 3 are cause for concern. The
Durbin-Watson statistic = 1.983. Therefore, the assumption was met. See Table 4.18.

85

Table 4.18. Model Summary for Persistence a

Model

2

R

R

2

Adjusted R

Std. Error of the
Estimate

a

1
.300
.090
.069
.57
a. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard
b. Dependent Variable: Persistence

Durbin-Watson
1.983

Assumption 3: No Multicollinearity
Multiple linear regression assumes that the predictor variables (independent variables) are
not too highly correlated. This assumption was tested with the variance inflation factor (VIF).
VIF values should not exceed 10 (Robinson & Schumacker, 2009). VIF values ranged from 1.02
to 1.49 and were therefore within normal limits. VIF values are presented in Table 4.19.
Table 4.19 Variance Inflation Factors for Persistence
Variable

VIF

Centrality

1.49

Private Regard

1.49

Public Regard

1.03

Assimilation

1.02

Assumption 4: Homoscedasticity
Multiple linear regression assumes that the variance of the residuals is constant. The
spread of the residuals should be approximately constant at each point of the predictor variables
(or across the linear model). This assumption was tested with a scatterplot of standardized
residuals by standardized predicted values. As the predicted values increase (along the X-axis),
the variation in the residuals is similar. Therefore, this assumption was met as illustrated in
Figure 4.8.
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Figure 4.8 Scatterplot of Regression Standardized Residuals by Standardized Predicted Values
for Persistence.
Assumption #5: Normality of Residuals
Multiple linear regression assumes that the residuals are normally distributed. This
assumption was tested with a Normal P-P Plot of standardized residuals. The closer the dots lie
to the diagonal line, the closer to normal the residuals are distributed. Several dots are touching
the diagonal line. Therefore, the assumption was met as illustrated in Figure 4.9.
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Figure 4.9 Normal P-P Plot of Regression Standardized Residuals for Persistence
Assumption #6: No Influential Cases Biasing the Model
Multiple linear regression assumes that there are no influential cases biasing the model.
Multivariate outliers were checked by examining the residuals. Any residual that exceeded ± 3
was a candidate for exclusion. Initially, standardized residuals ranged from -3.06 to 2.02. Two
outliers were excluded. On the second iteration, standardized residuals ranged from -2.72 to 2.04
and were subsequently within normal limits.
The ANOVA Summary Table for the Model is presented in Table 4.20.
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Table 4.20. ANOVA Summary Table for Persistencea
Model

Sum of Squares

df

Mean Square

F

p

Regression

10.248

7.00

1.464

4.397

.000b

Residual

103.882

312

.33

Total

114.130

319

a. Dependent Variable: Persistence
b. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard

Regression coefficients for social integration are presented in Table 4.21.
Table 4.21. Regression Coefficients for Persistence
Variable

B

SE B

t

p

(Constant)

2.331

0.376

6.206

.000

Centrality*

0.076

0.042

0.120

1.813

.071

Private Regard

0.032

0.054

0.039

0.585

.559

Public Regard***

0.115

0.028

0.231

4.085

.000

Assimilation*

0.062

0.03

0.100

1.825

.069

-.044

.071

-.034

-.620

.536

.005

.004

.061

1.099

.273

.121

.065

.102

1.866

.063

β

Note. *p < .05, ***p < .001, N = 312. Dependent Variable = Persistence

The model was statistically significant, F(4, 365) = 6.76, p < .001, R2 = .07. Examination
of the univariate statistics revealed that there was a significant, positive relationship between
centrality and persistence (β = 0.076, t = 21.813. p = .071). As centrality increased by one
standard deviation, persistence increased by 0.14 standard deviations. There was no significant
relationship between private regard and persistence (β = 0.03, t = 0.585, p = .559). There was a
significant, positive relationship between public regard and persistence (β = 0.115, t = 4.085, p <
.001). As public regard increased by one standard deviation, persistence increased by 0.19

89

standard deviations. There was a significant, positive relationship between assimilation and
persistence (β = 0.62, t = 1.825, p = .069). As assimilation increased by one standard deviation,
persistence increased by 0.12 standard deviations. There was no significant relationship between
gender, age and socioeconomic status.
H03 stated that there will be no significant relationship between the racial identity of
Black students (centrality, private regard, public regard, assimilation) and their ability to
persist at predominantly White institutions. The regression model was statistically significant,
F(4, 365) = 6.76, p < .001, R2 = .07. Therefore, the null hypothesis was rejected.
Research Question Four/Hypothesis Four
Research question four asked, “To what extent is there a relationship between the racial
identity of Black students (centrality, private regard, public regard, assimilation) and their
self/academic efficacy at predominantly White institutions?” Research question 4/hypothesis 4
was tested with multiple linear regression. The independent variables were the four dimensions
of racial identity (centrality, private regard, public regard, assimilation) as measured by the
MIBI. The dependent variable was self/academic efficacy as measured by the Academic SelfEfficacy subscale and the Institutional Commitment subscale. Prior to the analyses, the six
assumptions of multiple linear regression were tested.
Assumption 1: Linearity Assumption
Multiple linear regression assumes that the relationships between the independent and
dependent variables is linear. This assumption was tested by producing a scatterplot matrix of the
relationships between the independent and dependent variables. The relationships can be
modeled by a straight line. Therefore, the assumption was met. This is illustrated in Figure 4.10.
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Figure 4.10 Scatterplot Matrix for Racial Identity Dimensions and Academic Self-Efficacy
Assumption 2: Independence of Residuals
Multiple linear regression assumes that the values of the residuals are independent. This
means that the observations should be independent from one another. This assumption was tested
with the Durbin-Watson statistic. This statistic can vary from 0 to 4. For the assumption to be
met, the value should be close to 2. Values below 1 and above 3 are cause for concern. The
Durbin-Watson statistic = 1.87. Therefore, the assumption was met. See Table 4.22.
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Table 4.22. Model Summary for Academic Self-Efficacya

Model

2

R

R

2

Adjusted R

Std. Error of the
Estimate

a

1
.269
.073
.052
.77965
a. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard
b. Dependent Variable: Academic Self-Efficacy

Durbin-Watson
1.922

Assumption 3: No Multicollinearity
Multiple linear regression assumes that the predictor variables (independent variables) are
not too highly correlated. This assumption was tested with the variance inflation factor (VIF).
VIF values should not exceed 10 (Robinson & Schumacker, 2009). VIF values ranged from 1.02
to 1.49 and were therefore within normal limits. VIF values are presented in Table 4.23.
Table 4.23 Variance Inflation Factors for Persistence
Variable

VIF

Centrality

1.49

Private Regard

1.49

Public Regard

1.03

Assimilation

1.02

Assumption 4: Homoscedasticity
Multiple linear regression assumes that the variance of the residuals is constant. The
spread of the residuals should be approximately constant at each point of the predictor variables
(or across the linear model). This assumption was tested with a scatterplot of standardized
residuals by standardized predicted values. As the predicted values increase (along the X-axis),
the variation in the residuals is similar. Therefore, this assumption was met as illustrated in
Figure 4.11.
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Figure 4.11 Scatterplot of Regression Standardized Residuals by Standardized Predicted Values
for Academic Self-Efficacy
Assumption #5: Normality of Residuals
Multiple linear regression assumes that the residuals are normally distributed. This
assumption was tested with a Normal P-P Plot of standardized residuals. The closer the dots lie
to the diagonal line, the closer to normal the residuals are distributed. Several dots are touching
the diagonal line. Therefore, the assumption was met as illustrated in Figure 4.12.
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Figure 4.12 Normal P-P Plot of Regression Standardized Residuals for Academic Self-Efficacy
Assumption #6: No Influential Cases Biasing the Model
Multiple linear regression assumes that there are no influential cases biasing the model.
Multivariate outliers were checked by examining the residuals. Six outliers were excluded. On
the second iteration, standardized residuals ranged from -2.58 to 2.08 and were subsequently
within normal limits.
The ANOVA Summary Table for the Model is presented in Table 4.24.
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Table 4.24. ANOVA Summary Table for Academic Self-Efficacya
Model

Sum of Squares

df

Mean Square

F

p.

Regression

14.851

7

2.122

3.490

.001b

Residual

189.648

312

0.608

Total

204.500

319

a. Dependent Variable: Academic Self-Efficacy
b. Predictors: (Constant), Assimilation, Centrality, Public Regard, Private Regard

Regression coefficients for social integration are presented in Table 25.
Table 4.25. Regression Coefficients for Academic Self-Efficacy
Variable

B

SE B

t

p

(Constant)

3.770

.508

7.428

.000

Centrality

-0.036

0.05

-0.01

-.644

.520

Private Regard

-0.035

0.074

0.00

-0.469

.639

Public Regard*

-0.114

0.038

-0.14

-2.993

.003

Assimilation

0.055

0.046

0.067

1.199

.231

.115

.096

.067

1.199

.231

-.019

.006

-.188

-3.366

.001

-.106

.088

-.066

-1.204

.230

β

Note. *p < .05, N = 312. Dependent Variable = Academic Self-Efficacy

The model was statistically significant, F(4, 361) = 2.55, p = .039, R2 = .073.
Examination of the univariate statistics revealed that there was no significant relationship
between centrality and academic self-efficacy (β = -0.036, t = -.644. p = .520). There was no
significant relationship between private regard and academic self-efficacy (β = -0.035, t = -0.469,
p = .639). There was a significant, negative relationship between public regard and academic
self-efficacy (β = -0.114, t = -2.993, p = .003). As public regard increased by one standard
deviation, academic self-efficacy decreased by 0.14 standard deviations. There was no
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significant relationship between assimilation and academic self-efficacy (β = 0.06, t = 1.19, p =
.231). There was no significant relationship between gender and socioeconomic status although
for age there was a significant relationship.
H04 stated that there will be no significant relationship between the racial identity of
Black students (centrality, private regard, public regard, assimilation) and their self/academic
efficacy at predominantly White institutions. The model was statistically significant, F(4, 361) =
2.55, p = .039, R2 = .073. Therefore, the null hypothesis was rejected.
Research Question Five/Hypothesis Five
Research question five asked, “To what extent is there a difference in the racial identity
of Black students (centrality, private regard, public regard, assimilation) at predominantly White
institutions relative to their student athletic status?” Research question 5/hypothesis 5 was tested
with a MANOVA. The independent variable was student athletic status (student athlete, nonathlete). The dependent variables were the four dimensions of racial identity (centrality, private
regard, public regard, assimilation). The cases were weighted. Non-athlete students outnumbered
student athletes by a factor of 5. Therefore, student athlete cases were weighted by a factor of 5
and non-athletes were weighted by a factor of 1. This equalized the groups of student athletes
and non-athletes. Prior to the analysis, the assumptions of the MANOVA were tested.
The dependent variables should be moderately correlated with each other. The threshold
for determining if collinearity was problematic is r > .70 (Crossley, Subtirelu, & Salsbury, 2013).
Intercorrelations ranged from 0 to .54. Therefore, no multicollinearity was present. Three out of
six relationships were statistically significant. The correlation matrix for Research Question #5 is
presented in Table 4.26.
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Table 4.26. Correlation Matrix
Centrality
Centrality

Pearson Correlation

Private Regard

--

Assimilation

-.21

Assimilation
.00

.000

.000

.941

591

591

591

--

-.07

.11**

Sig. (2-tailed)

.092

.008

N

591

591

--

-.01

N

Public Regard

***

.54

Sig. (2-tailed)
Private Regard

Public Regard

***

591

Pearson Correlation

Pearson Correlation
Sig. (2-tailed)

.802

N

591

Pearson Correlation

---

Sig. (2-tailed)
N
***p < .001, ** p < .01.

Multivariate normality was assessed by analyzing the residuals. Standardized residuals
ranged from -7.39 to 3.56. See Table 4.27.
Table 4.27. Standardized Residuals for MANOVA
Residuals

N

Minimum

Maximum

M

SD

Standardized Residual for Centrality

372

-5.30

1.07

.00

1.00

Standardized Residual for Private Regard

372

-7.39

0.72

.00

1.00

Standardized Residual for Public Regard

372

-1.56

3.56

.00

1.00

Standardized Residual for Assimilation

372

-4.09

1.57

.00

1.00

Cases were excluded if the residuals exceeded ± 3.00. After the outliers were excluded,
standardized residuals ranged from -2.83 to 2.73. Standardized residuals with outliers excluded
are presented in Table 4.28.
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Table 4.28. Standardized Residuals for MANOVA: Outliers Excluded
Residuals

N

Minimum

Maximum

M

SD

Standardized Residual for Centrality

355

-2.83

1.07

0.03

0.93

Standardized Residual for Private Regard

355

-2.73

0.72

0.09

0.70

Standardized Residual for Public Regard

355

-1.56

2.73

-0.02

0.95

Standardized Residual for Assimilation

355

-2.79

1.57

0.06

0.89

Another MANOVA assumption is that there should be homogeneity of variancecovariance matrices. This assumption was tested by utilizing Box’s M test of equality of
covariance. The important row is the significance level (p-value) of the Box’s M test, if the test
is not statistically significant (i.e., p > .001), there is homogeneity of variance-covariance
matrices and no assumptions are violated. Box’s M = 21.48, p = .019. Therefore, the assumption
was not violated. See Table 4.29.
Table 4.29. Box's Test of Equality of Covariance Matricesa
Box's M
21.48
F
2.13
df1
10
df2
1658543.23
p
.019
Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal
across groups.
a. Design: Intercept + Athletic Status

The MANOVA assumes that there is homogeneity of variances. There should be equal
variances between the groups of the independent variable. The important column is the
significance level (p-value) of the test. If the test is not statistically significant (greater than .05),
there is equal variances and the assumption of homogeneity of variances has not been violated.
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The significance was greater than .05 for the variables of interest as indicated in Table 30, which
means that this assumption was not violated.
Table 4.30. Levene's Test of Equality of Error Variancesa
Variable

F

df1

df2

p

Centrality

.982

1

589

.322

Private Regard

.425

1

589

.515

Public Regard

.000

1

589

.994

Assimilation

.086

1

589

.769

Tests the null hypothesis that the error variance of the dependent variable is equal across groups.
a. Design: Intercept + Athletic Status

Group means for racial identity by student athletic status are presented in Table 4.31.
Table 4.31. Group Means for Racial Identity by Student Athletic Status
Variable

Student Athletic Status

Centrality

Private Regard

Public Regard

Assimilation

M

SD

n

Non-Athlete

6.03

0.88

296

Athlete

6.14

0.89

295

Total

6.09

0.89

591

Non-Athlete

6.62

0.53

296

Athlete

6.53

0.51

295

Total

6.58

0.52

591

Non-Athlete

2.71

1.15

296

Athlete

2.81

1.11

295

Total

2.76

1.13

591

Non-Athlete

5.76

0.85

296

Athlete

5.47

0.84

295

Total

5.61

0.86

591

There was a significant difference between student athletic status on the combined
dependent variable of racial identity F(4, 586) = 7.64, p < .001; Pillai’s Trace = .05; partial η2 =
.05, observed power = 1.00. Multivariate test results are presented in Table 4.32.
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Table 4.32. Multivariate Tests for MANOVA
Value

F

Hypothesis df

Error df

p

Partial η2

Observed Power

Pillai's Trace

.05

7.64

4.00

586.00

.000

.05

1.00

Wilks' Lambda

.95

7.64

4.00

586.00

.000

.05

1.00

Hotelling's Trace

.05

7.64

4.00

586.00

.000

.05

1.00

Roy's Largest Root

.05

7.64

4.00

586.00

.000

.05

1.00

Effect

The MANOVA Summary Table is presented in Table 4.33.
Table 4.33. MANOVA Summary Table
Dependent Variable

df

Mean Square

Athletic Status

Centrality

1

1.85

2.36 .125

.00

.34

Private Regard

1

1.01

3.70 .055

.01

.48

Public Regard

1

1.60

1.26 .262

.00

.20

Assimilation

1

12.48

17.39 .000

.03

.99

Centrality

589

0.78

Private Regard

589

0.27

Public Regard

589

1.27

Assimilation

589

0.72

Centrality

590

Private Regard

590

Public Regard

590

Assimilation

590

Error

Total

F

p

Partial η2 Observed Power

Source

Examination of the univariate statistics revealed that there was no significant difference
in centrality relative to student athletic status, F(1, 589) = 2.36, p = .125, partial η2 = 0, observed
power = .34. There was no significant difference in private regard relative to student athletic
status, F(1, 589) = 3.70, p = .055, partial η2 = .01, observed power = .48. There was no
significant difference in public regard relative to student athletic status, F(1, 589) = 1.26, p =
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.262, partial η2 = 0, observed power = .20. However, there was a significant difference in
assimilation relative to student athletic status, F(1, 589) = 17.39, p < .001, partial η2 = .03,
observed power = .99. Non-athletes (M = 5.76, SD = 0.85) scored significantly higher on the
assimilation dimension than student athletes (M = 5.47, SD = 0.84).
H05 stated that there will be no significant difference in the racial identity of Black
students (centrality, private regard, public regard, assimilation) at predominantly White
institutions relative to their student athletic status. There was a significant difference between
student athletic status on the combined dependent variable of racial identity F(4, 586) = 7.64, p <
.001; Pillai’s Trace = .05; partial η2 = .05, observed power = 1.00. Therefore, the null hypothesis
was rejected. Hypotheses and outcomes are summarized in Table 4.34.
Table 4.34. Hypothesis Summary and Outcomes
Hypothesis

Statistical Test

Significance Outcome

H01: There will be no significant relationship between the
racial identity of Black students and social integration at
predominantly white institutions.

Multiple
Linear
Regression

p < .001

Null
Rejected.

H02: There will be no significant relationship between the
racial identity of Black students and their positive
experiences and attitudes toward mentorship at
predominantly white institutions.

Multiple
Linear
Regression

p < .001

Null
Rejected.

H03: There will be no significant relationship between the
racial identity of Black students and their ability to persist at
predominantly White institutions.

Multiple
Linear
Regression

p < .001

Null
Rejected.

H04: There will be no significant relationship between the
racial identity of Black students and their self/academic
efficacy at predominantly White institutions.

Multiple
Linear
Regression

p = .039

Null
Rejected.

H05: There will be no significant difference in the racial
identity of Black students at predominantly White
institutions relative to their student athletic status.

MANOVA

p < .001

Null
Rejected.
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Conclusion
Five research questions and five associated multivariate hypotheses were formulated for
investigation. There was a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and social integration at predominantly
white institutions. Examination of the univariate statistics revealed that there was a significant,
positive relationship between centrality and social integration. There was no significant
relationship between private regard and social integration. There was a significant, positive
relationship between public regard and social integration. There was no significant relationship
between assimilation and social integration.
There was a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their positive experiences and
attitudes toward mentorship at predominantly white institutions. Examination of the univariate
statistics revealed that there was a significant, positive relationship between centrality and
positive experiences and attitudes toward mentorship. There was no significant relationship
between private regard and positive experiences and attitudes toward mentorship. There was a
significant, positive relationship between public regard and positive experiences and attitudes
toward mentorship. There was no significant relationship between assimilation and positive
experiences and attitudes toward mentorship.
There was a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their ability to persist at
predominantly White institutions. Examination of the univariate statistics revealed that there was
a significant, positive relationship between centrality and persistence. There was no significant
relationship between private regard and persistence. There was a significant, positive relationship
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between public regard and persistence. There was a significant, positive relationship between
assimilation and persistence.
There was a significant relationship between the racial identity of Black students
(centrality, private regard, public regard, assimilation) and their self/academic efficacy at
predominantly White institutions. Examination of the univariate statistics revealed that there was
no significant relationship between centrality and academic self-efficacy. There was no
significant relationship between private regard and academic self-efficacy. There was a
significant, negative relationship between public regard and academic self-efficacy. There was
no significant relationship between assimilation and academic self-efficacy.
There was a significant difference in the racial identity of Black students (centrality, private
regard, public regard, assimilation) at predominantly White institutions relative to their student
athletic status. Examination of the univariate statistics revealed that there was no significant
difference in centrality relative to student athletic status. There was no significant difference in
private regard relative to student athletic status. There was no significant difference in public
regard relative to student athletic status. However, there was a significant difference in
assimilation relative to student athletic status. Non-athletes scored significantly higher on the
assimilation dimension than student athletes. Recommendations and implications will be
discussed in Chapter Five.
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Chapter 5. Conclusion
Introduction
The purpose of this study is to properly analyze racial identity’s influence regarding
black students at predominantly white institutions. This study was two-fold: (1) to examine how
racial identity influences mentorship, self-efficacy, social integration, and persistence amongst
African American students in higher education; and (2) to determine if existed amongst Black
student-athletes and Black non-student athletes based on racial identity. Black males were the
primary focus although data was collected on black women as well to paint a more holistic point
of view.
Upon completion of these analyses, the results were “quantitative “to provide a holistic
picture concerning social integration, mentorship, persistence, and academic self-efficacy
integrating specific challenges and techniques, that individuals can utilize to engage in or assist
black students at predominantly white universities. To properly understand this specific research
the following independent and dependent variables based on previous research defined to create
consistency and validity to the research. Racial Identity consisted in this study was measured
based on four tenants. The first being centrality which is defined as the importance of race in
defining oneself. The second construct of racial identity used is private regard which states one’s
feeling towards their group. Public regard defines an individual’s perception of how others view
your group. The final construct of racial identity that was used in this research was assimilation
that states willing to work within the American system. The purpose of this study is to properly
analyze racial identity’s influence in regard to black students at predominantly white institutions.
This study was two-fold: (1) to examine how racial identity influences mentorship, self-efficacy,
social integration, and persistence amongst African American students in higher education; and
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(2) to determine if existed amongst Black student athletes and Black non-student athletes based
on racial identity. Black males were the primary focus although data was collected on black
women as well to paint a more holistic point of view.
Review of the Research Questions
This research study was undertaken to answer the following research questions:
1. To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, and assimilation) and social integration at
predominantly white institutions?
2. To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, and assimilation) and their positive
experiences and attitudes toward mentorship at predominantly white institutions?
3. To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, and assimilation) and their ability to
persist at predominantly White institutions?
4. To what extent is there a relationship between the racial identity of Black students
(centrality, private regard, public regard, and assimilation) and their self/academic
efficacy at predominantly White institutions?
5. To what extent is there a difference in the racial identity of Black students (centrality,
private regard, public regard, and assimilation) at predominantly White institutions
relative to their student athletic status?
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Table 5.1. Racial Identity and Dependent Variable Results

Centrality
Private Regard
Public Regard
Assimilation

Social Integration
Yes (+)
No
Yes (+)
No

Mentorship
Yes (+)
No
Yes(+)
No
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Persistence Academic Self-efficacy
Yes (+)
No
No
No
Yes(+)
Yes(-)
Yes(+)
No

Social Integration: Social integration refers to the level and the degree of congruency
between the individual and his or her social environment (e.g., extracurricular activities and peergroup interactions). Based on the research conducted there was a positive significance prevalent
when a black person was high in centrality. As centrality increases, the greater likelihood to be
an active participant on campus. In other words, as more one defines themselves concerning
their race, the greater likelihood for college engagement (i.e., a student has enhanced their
interpersonal skills, interactions with their peers, and extracurricular involvement). Unlike
academic integration, social integration relates to the informal education of students, focusing on
the students’ affiliations with peers, faculty, and staff that occur largely outside the academic
realm of the institution (Tinto, 1975). Another area that showed a significant level was social
integration and public regard. As public regard increases the greater the likelihood to be active
participants on campus. Specifically, those who believe that others have a more positive view of
blacks show a greater likelihood of college engagement.
Mentorship: According to some practitioners, mentors can be defined as “teachers of
relationships, rights, and responsibilities”. In addition, mentoring is a “proactive strategy that
exposes students to positive role models who can help with specific life skills, goal setting, and
opportunities” (Brown, 2009). A significant correlation was evident in mentorship when there
was an increase in centrality. As centrality increases, the greater likelihood to engage in a
mentoring relationship. In other words, as more one defines themselves with regard to their race,
the greater likelihood for engaging in mentoring relationships (i.e., student-faculty relationships,
friendships, role-model relationships). Another area that showed a positive significant level was
mentorship and public regard. Specifically, those who believe that others have a more positive
view of blacks show a higher likelihood of engaging in mentorship.
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Persistence: Persistence refers to a student’s continuing enrollment toward degree
attainment; opposite of departure or withdrawal. A high level of significance was apparent when
a black person possesses a high level of centrality. As centrality increases, the greater the level
of commitment to the institution. In other words, as more one defines themselves concerning
their race, the greater the level of commitment to the institution. Concerning public regard, a
positive significance was found in reference to persistence. In other words, as public regard
increases, the greater level of commitment to the institution. Specifically, those who believe that
others have a more positive view of blacks show greater commitment to the institution.
Persistency also shows a positive significant value when a black person had an assimilation
viewpoint. As assimilation increases, the greater level of commitment to the institution.
Specifically, those who are willing to work into the culture of the dominant system, the more
willing to show greater commitment to the institution.
Academic Self-Efficacy: Self-efficacy beliefs determine how people feel, think,
motivate themselves and behave. (Bandura, 1994). Unlike the other dependent variables when
pair with public regard a lower academic self-efficacy was present. As public regard increases,
the lower the academic self-efficacy. Specifically, those who believe that others have a more
positive view of blacks show lower beliefs about their academic ability.
Comparing Athletes to Non-Athletes: During this specific study as the research
examining the effect of the type of student on identity, the measure was an area that was taking
into consideration. The difference between non-athletes and athletes was properly analyzed. It
was found that non-athletes were significantly higher on assimilation dimension than studentathletes.
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Recommendations
Social Integration Advocacy
The results of the study showed that when analyzing racial identity amongst black
students at a predominantly white university that the increase of centrality and public regard will
further lead to campus participation. Integrating socially into a university for Black males and
students is a very daunting task. Not similar people who look like you share the same experience
or come from the same neighborhood can be a very frightening situation. When you combined
all the other challenges Black students face when coming to a predominantly white university
doing well socially should be the last thing they should have to worry about. “African American
students are more likely to experience problems with campus involvement, residential living,
programming, and utilizing student-based services than their White counterparts” (Wallace &
Bell, 1999; Livingston & Stewart, 1987). Based on previous research day to day interactions,
personal affiliations, campus organizations, and interactions amongst staff and faculty is pivotal
in feeling socially accepted at a university. For institutions that are interested in effectively
creating these experiences for Black students a better job at actually exposing students upon
enrollment as well as after and during should be a major point of emphasis. Email blasts and
newsletters should go out to students monthly suggesting organizations, meetings, and other
social events they might want to attend that cater to Black students. Promote diversity and
inclusion yet still exposing practices that lead to black students finding their community is very
essential. Research shows a well socially integrated black student leads to a lot more success.
Institutions need to survey Black students on the things they would like to have socially on
campus that will make them feel more inclusive. Predominantly white institutions need to
effectively promote the safe spaces made for African Americans on campus and refrain from

110

placing places such as the Black student union house or the African American cultural center in
areas of campus that are secluded from the general population.
Mentorship Advocacy for Black Students
The results of the study showed that when analyzing racial identity amongst black
students at a predominantly white institution certain facts should be taken into consideration.
When a black student was high on centrality meaning they valued the importance of race and
embraced who they are as an individual the greater the likelihood for them to engage in a
mentorship relationship. Research shows that mentoring is a “proactive strategy that exposes
students to positive role models who can help with specific life skills, goal setting, and
opportunities”. Mentors are important in various stages of development in the lives of students,
particularly African American males” (Brown, 2009). This study brings to the forefront that
providing spaces, that help further shapes a black student’s racial identity is a key contributor to
them seeking mentorship in this specific environment, PWI’s. Engaging in mentorship activities
at a predominantly white university for black males and women can ultimately lead to higher
retention rates. A missing component in our current climate is the ability to retain black students
in these specific academic spaces and mentorship is an answer that can solve this problem. The
results from this study can help institutions create workshops, seminars, mandatory academic
environments that can foster mentor to mentee relationships amongst black students and faculty,
staff, and peers in these specific spaces. An example of this could be inviting guest speakers,
who are experts in mentorship that ascribe to being black and attend a predominantly white
institution, to provide empirical and experiential information about their benefits and experiences
of mentorship at their university.
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Institutions of higher education could also utilize this information to create mentor to
mentee cohorts, to help encourage a community for black students to encourage such acts. The
results from this study are important because they allow institutions to create directed programs,
which speak to the needs of black students due to the lack of mentorship black students receive
at Predominantly White Universities. According to Brown (2007), “formal mentoring programs
are designed to increase enrollment and retention of minority and other students, as well as
increase student satisfaction with the academic experience” (p. 33) while Informal mentoring is
spontaneous and established by two or more persons for the benefit of those involved” (Brown
2007).
In summary, there are a multiplicity of factors that reveal differences in one’s racial
identity and mentorship, including age, sex, and social-economic status. Through the
engagement of each of these variables, utilizing the strategies mentioned above, institutions can
strategically engage a variety of faculty. This can be accomplished through a multitude of
programs to increase the promotion of mentorship awareness and relationships for Black students
at predominantly white institutions.
Persistence and the Impact for Black Students
The results of the study showed that when analyzing racial identity amongst black
students at a predominantly white institution persistence should be at the forefront of any
conversation. When a black student was higher on centrality, they showed a greater level of
commitment to the university. As a university, one of the most important things you can have is
a student’s loyalty and investment. If a Black student believes that an environment that may be
different than what they are used to is a safe space and is there to serve them they are more likely
to invest in that university academically, socially, fiscally, and most importantly persist. “The
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availability of these groups is reported to have a positive influence on the retention of minority
students because students feel less isolated and more a part of campus life, which has a positive
effect on student persistence” (Carr & Chittum, 1979; Jones et al., 1975).
The importance of persistence based on the research conducted can be related to a black
student's career choice, starting a trend amongst the family of making going and finishing college
the norm as well as the ability to feel less like an outsider in these academic spaces. As
centrality, public regard, and assimilation increased the greater the commitment level to the
university showed. A reoccurring issue that is often written about is the lack of black students
especially black males at predominantly white universities. Institutions of higher education can
create programs that assist black students in becoming better accommodated within the
university. For example, creating a buddy system or a tour guy that looks exactly like you but
maybe an upperclassman that would introduce to campus organization, systems, and spaces that
would allow them to thrive. An increase in assimilation based on the research finding shows that
administrators should place a major emphasis on creating environments that embrace all races as
well as diverse. Recruiting more from different areas as well as making it a point of emphasis to
increase the enrollment of Black students would make the transition a lot better. Creating more
college tours at predominantly white universities for specifically Black males and students
should be intentional amongst the enrollment administrators and officers at these universities.
For institutions to effectively increase persistence amongst black males and students,
integration of inclusiveness within foundations enrollment services and a program that promotes
the acceptance of all races should be conveyed. The research states that public perception is
important in increasing persistence amongst black students so what better way to do it but
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demonstrating and implementing a home away from home practice/mentality for the culture of
the campus climate.
Academic Self-Efficacy and the Implications for Black Students
The results of the study showed that as the public perception of Black students increases
so did one’s belief in their capability. This finding was very interesting based on the fact that as
the public’s perception becomes more positive the less motivated black students became to
believe in their ability to achieve academically. A way that institutions can ultimately combat
such issues would be to empower the Black students’ academic achievements. Creating
programs that allow them to get into the university due to lower test scores isn’t the issue but the
way the programs have presented raises the real problem. Less verbiage on provisional
acceptance and more empowering needs to be done by program directors, administrators, faculty,
and staff. Understanding their Black student’s needs, motivations, learning methods, and more
racial identity focus evaluations will benefit both parties in the long run. Higher retention rates,
better success stories from black males and students, better representation in all fields across the
world can be done by simply investing the black student’s academic self-efficacy. Researchers
suggest that self-efficacy beliefs influence academic motivation and achievement (Multon et al.,
1991), given that students with higher self-efficacy tend to participate more readily, work harder,
pursue challenging goals, spend much effort toward fulfilling identified goals, and persist longer
in the face of difficulty (Bandura, 1997; Pajares, 2003; Schunk, 1991).
University Polices
This research provided us with an in-depth analysis on how racial identity influences
Black students at predominantly white institutions. To better environments for Black students at
these institutions the first thing that must be implanted by administrators and policymakers that
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will address the problems faced by black students would be a program that creates a mentormentee relationship or a buddy system for Black students once they arrive at the university. This
particular program will provide to their needs no matter their racial identity. This detailed system
will create a sense of comfortability, an influx of knowledge, and a better sense of familiarity for
Black students. This will assist with the transition into the university, provide outlets for
mentorship, increase persistence, encourage social integration and self-academic efficacy.
Regardless of the black student’s racial identity is high on centrality, public regard, private
regard, or assimilation this program stimulates their thought process as well as the ability to find
a fit within the university. Once incoming black students enter the university, they would be
tested based on the research provided and paired with other black students that fell within the
same tenant but have continued to succeed at the institution.
A black faculty, staff, and black student leader seminar should also be a mandatory event
for incoming black students that happens every semester at every university. This specific event
will create a sense of community that can lead to allowing black students to embrace their racial
identity and find spaces that allows them to feel at home. This program can increase retention by
addressing all the specific needs of black students when entering a predominantly white
university.
Centrality
One of the tenants of racial identity that was analyzed within this research was centrality,
which is described as the importance of race in defining one’s self-concept. Centrality showed a
positive significance within social integration, mentorship, and persistence. To provide a
conducive environment for black men and women high on centrality, a recommendation to
administrators and policymakers would be to make sure at predominantly white universities
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there’s a diverse number of black-centered organizations. Organizations such as the Black
Student Union, Black Greek letter organizations, NACCP, just to name a few that will create a
welcoming environment for this specific population.
Public Regard
The second tenant that was analyzed within this research was public regard which is
defined as how others view your group. Public regard demonstrated a positive significance
within social integration, mentorship, and persistence. It shows a negative significance amongst
self-academic efficacy. A recommendation that will aid in the development of black men and
women at a predominantly white institution would be for universities to have more award
ceremonies highlighting the achievement of black students/organizations across the campus.
Newsletters and school articles highlighting their accomplishments, post-graduation
achievements, and featured spotlight for black alumni. Also, when programming events such as
homecoming concerts, university administrators and decision-makers must be very intentional in
catering to not just one demographic but something for everyone.
Private Regard
The third tenant that was analyzed within this research was private regard which is
defined as one’s feelings toward their group. A recommendation to policymakers that would help
black men and women with a high sense of private regard would be to have black organizations
and the advisor for the black organizations on campus send out positive affirmations to all-black
students on campus. These messages would be centered around but not limited to a list of black
students who made the dean's every semester list or those who made a major accomplishment on
campus. Shedding light within the black community to the university would be very beneficial to
this specific population.
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Assimilation
The fourth tenant that was analyzed within this research was assimilation which is the
willingness to work within the American system. Assimilation demonstrated a positive
significance amongst persistence. A recommendation that would benefit this black population
would be to have more events and program that promotes diversity and inclusion across each
university. A sense of belongingness, being accepted by others, and working with others is very
important to this population of black students. So, creating more programs that integrate the
entire campus that allows them to come together to work as one and student participation is
essential. Sporting outings, student tailgating, campus trips, student government, living and
learning communities for both undergraduate and graduate college students that shares the
experience of all groups are things that should be implemented.
Black Student Athletes
Black students should be treated as Black students before anything else, therefore,
providing them with the knowledge of what’s available on campus. Educating student-athletes
on the organizations they can be involved in, events that occur that are not solely will provide
them with a sense of belongingness. So as an administrator over athletics it needs to be very
intentional about including student-athletes in these types of activities and not isolating them.
Amongst student-athletes, this research showed that was a positive significance within
assimilation. So, encouraging them to engage more actively within the campus dynamics will
benefit them in the long run. Giving back to the university, graduating from the university and
retention are all things that can increase amongst student-athletes when they feel a part of the
campus community and aren’t isolated.
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Limitations
This research is limited as a result of the number of participants targeted. A larger sample
size of student-athletes, as well as black males, would be ideal. The population was selected from
a university only in the south which might not tell the whole story in comparison to black people
who attend predominantly white universities in other regions. This narrowed the ability to
generalize results to other institutions nationally, and regionally. Another specific area that
would bring more validity to this research would be researching the multiple institutions in the
South region of the United States. This would benefit the research in the ability to create
relatable findings. Furthermore, since this research is targeting black people in all areas of
academics this doesn’t allow a more focused target population. These additional populations
could add differing opinions and a more holistic understanding of the actions that are unique to
the black male and female population. The qualitative portion of this research could also have
included black people who were black but didn’t necessarily identify as such. Regarding the
black student-athletes, it would have been amazing to get not only the revenue-generating sports
but other black student-athletes that participate in the smaller sports. This would allow us to see
how their racial identity has an impact on their college experiences such as social integration,
mentorship, persistence, and self-academic efficacy. Being that this research data was also
collected during a time when COVID-19 was affecting students and their ability to take the
survey answers might be different and more black students would be more willing to take the
survey.
Conclusion
In conclusion, this research was a two-fold study that looked to examine how racial
identity influences mentorship, self-efficacy, social integration, and persistence amongst African
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American students in higher education; and to determine if any similarities existed amongst
Black student-athletes and Black non-student athletes based on racial identity. This incorporated
a quantitative study aimed at understanding racial identity and how it influences certain factors.
That portion of the study entailed a detailed survey that allowed us to further analyze the
experiences of black students at a predominantly white institution. The survey provided a better
understanding of a black male and female socioeconomic status, gender, age, and major, which
allowed the researcher to several dynamics of the black experience about racial identity. Lastly,
the social integration, mentorship, persistence, and self-academic efficacy provided the
researcher with a syllabus to examine.
Therefore, this research identified multiple variables that predict the influence of Racial
Identity on specific factors. Additionally, this research provided insight into what practices can
be done to attract retain and engage black males and students at a predominantly white
university. These results can be utilized to formulate institutional policy and universal practices
revolving around creating a conducive environment based on the racial identity of black students.
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